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ABSTRACT
LEARNING WITHIN COLLEGIATE RECREATION
STUDENT EMPLOYMENT
Sandi Carlisle, Ed.D.
Department of Counseling, Adult and Higher Education
Northern Illinois University, 2015
D. Eric Archer, Director
This research study examined the on-campus part-time employment experiences of
traditional aged college students to gain a deeper understanding of how learning occurs within
this workplace setting. Using a basic interpretative research design rooted in a constructivist
paradigm, collegiate recreation student employees explored the meaning of their on-campus
work experience as it related to learning, by answering a series of questions in a three-phased
interview process. Contributing to the trustworthiness of the study, I reviewed and analyzed
student employee reflective journals and workplace documents.
Research participants identified four themes related to how students described their past
and current experiences: (1) “Embellished what I brought to the table”; (2) “Really got good at
it”; (3) “Learned from scratch”; and (4) “Leadership.” Participants identified several learning
strategies they used to navigate learning in the workplace. Student employees in the study
revealed that their perceptions of work changed as result of their part-time employment
experience. I used hree workplace conceptual frameworks to make sense of study findings.
Several findings support previous research in collegiate extracurricular learning, college
student employment, and workplace learning. A significant finding of the study is that research
participants drew upon their prior life experiences to build on learning, skills, and work concepts.
A supplemental file (Campus_Recreation_Participant_Data_by_Themes.pdf) which includes
participant data related to the themes and sub-themes accompanies this dissertation.
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CHAPTER 1
INTRODUCTION
In the past fifteen years, higher education has significantly changed. Political groups and
society are pressuring colleges and universities to demonstrate student educational gains upon
graduation, especially in light of continued rising costs of post-secondary education (Keeling,
2004; Newman, Couturier, & Scurry, 2004). There are higher expectations for universities to
verify how they have prepared graduates to be able to address the complex issues of the world
(Cress, Astin, Zimmerman-Oster, & Burkhardt, 2001; Keeling, 2004). Paralleling an increased
importance on student learning outcomes in higher education, a cooperative report, Powerful
Partnerships: A Shared Responsibility for Learning, emphasized the need for a more
collaborative approach between students, faculty, administrators, student affairs professionals,
and alumni to better facilitate the learning process in higher education (American Association of
Higher Education [AAHE], American College Personnel Association [ACPA], & National
Association of Student Personnel Administrators [NASPA], 1998). Learning Reconsidered calls
attention to the need for Student affairs professionals to play a more instrumental role in
students’ learning (Keeling, 2004). Consequently, more universities are examining both in- and
out-of-classroom student experiences to determine their effect on student learning. One facet of
the college experience that has received little attention, as it relates to student learning, is parttime college student employment. Employment has become a significant facet of college
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students’ lives in the United States. According to the National Center for Education Statistics
(NCES), 79 percent of undergraduates worked while they attended college in 2007-2008 (Staklis
& Chen, 2010). The American Council on Education (2006) contended that the single most
common denominator among diverse college students across the U. S. is that they work while
they are enrolled in school.
To better understand the condition of college student employment, the U.S. Department
of Education began questioning students about the details of their employment in the mid-1990s
(King, 2006). Upon examining the aspects of college student employment, NCES differentiated
between two college student working populations: students who work and employees who study
(U.S. Department of Education, 1996, 1998). NCES defined employees who study as students
who have “established employment” and are attending college for purposes of either improving
their careers or for “personal fulfillment” (U.S. Department of Education, 1996, p. 2).
Alternately, NCES defined students who work as students who are employed with the intent of
paying for their college expenses (U.S. Department of Education, 1996).
The most recent college student employment data from the National Postsecondary
Student Aid Study (2008) indicated that 70% of college student employees were students who
worked (U.S. Department of Education, 2008). When examining students who work, it is
important to know the common characteristics of this student population. students who work
tended to be enrolled full-time (85% vs. 15%), between the ages of 16 and 23 (74% vs. 22%),
attended four-year institutions (47% vs. 26%), were dependent on their parents for financial
support (67% vs. 15%), single (90% vs. 61%) with no children (84% vs. 50%), and worked 25
hours or less per week (57% vs. 14%) when compared to their counterparts, employees who
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study (U.S. Department of Education). Hence, students who work can be characterized by what is
commonly termed the traditional undergraduate student.
There are more college students working today than in the year 1970. The percentage of
college students (16 to 24 years of age) who worked while attending college has remained
relatively constant from 1970 to 2010, fluctuating between 33.8 and 52 percent (Aud et al.,
2012). Although there was only a 6 percent increase of the percentage of 16- to 24-year-old
college students who worked when comparing 1970 to 2010 (Aud et al., 2012), the number of
people attending college in the fall 2012 was expected to reach an all-time high of 21.6 million
students in the United States, which is a 6.2 million increase since the year 2000 (U.S.
Department of Education, 2012). Additionally, the U.S. Department of Education projected that
between 2010 and 2019 college student enrollment is anticipated to increase by 14 percent
(Staklis & Chen, 2010).
With the increasing cost of education (Wei & Hunt-White, 2010) and the projected rise in
student enrollment (Staklis & Chen, 2010), it is expected that employment will continue to be a
common characteristic of the majority of college students. For the population employees who
study, work is their primary function, whereas attending college may or may not be directly
related to their employment (U.S. Department of Education, 1996). Regarding the population
students who work, the U.S. Department of Education (1996) indicated that employment is
“clearly a means to help them achieve their educational goals” (p. 2). Due to commonality of
purpose, the U.S. Department of Education (1996) contended that for students who work, the
“impact of work on their educational progress can be more directly assessed” than employees
who study (p. 2).

4
Background of the Problem
The significant increase of college students who work has sparked researchers’ interest in
understanding how this aspect of students’ lives affects their overall education (Riggert, Boyle,
Petrosko, Ash, & Rude-Parkins, 2006). Researchers have compared the effects of on-campus and
off-campus student employment and found that on-campus student work positively affected
academic achievement (Kulm & Cramer, 2006; Pascarella & Terenzini, 2005; Pike, Kuh, MassaMcKinley, 2008), increased academic persistence (Ehrenberg & Sherman, 1987), and enhanced
the likelihood of seniors pursuing advanced degrees (Ehrenberg & Sherman, 1987). Student
engagement opportunities on campus have been identified as one of the critical elements of
student academic success (Furr & Elling, 2000; Pike et al., 2008). Furthermore, researchers have
reported that on-campus student employment mediates student engagement opportunities with
faculty and staff (Furr & Elling, 2000; Pike et al., 2008). Although on-campus student
employment may directly or indirectly influence academic success, student affairs administrators
know very little about how this work experience contributes to university-defined learning
outcomes.
The proliferation of changes in higher education over the past thirty years has
transformed the way that educators view learning (Keeling, 2004). Increased numbers of students
attending college have affected the post-secondary educational system in three ways: (1) student
bodies are more diverse with higher percentages of women, students from countries other than
the U.S., students of color, students of different ethnic origins, lower-income students and older
adult students; (2) there is greater variance of student preparedness for college; and (3) students
“live more complex lives” and struggle with balancing the “competing demands” of
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employment, family, academic requirements, and engagement in student organizations and other
campus activities (Keeling, 2004, p. 43). Also, “knowledge is no longer a scarce—or stable—
commodity” (Keeling, 2004, p. 43). Three other factors that have significantly changed the
context of higher education are: (1) an increased number of “providers and sources of
knowledge;” (2) the development of a multitude of academic offerings; and (3) the evolution of
technologies which have provided more affordable, ample, and convenient access to information
“while creating a broad space for competitive claims about the legitimacy and veracity of
information” (Keeling, 2004, p. 43).
Educators have also changed the way they view learning and the educational process
(Keeling, 2004). There has been a significant paradigm shift among many higher educators, from
focusing strictly on knowledge acquisition to a more holistic view of learning (Keeling, 2004).
This new notion of learning acknowledges students’ personal development as part of the learning
process (Keeling, 2004). King and Baxter Magolda (1996) contend, “A successful educational
experience simultaneously increases cognitive understanding and a sense of personal maturity
and interpersonal effectiveness” (pp. 163-164). This conception of learning acknowledges the
different dimensions of students, the varied ways students learn, and the necessity for students to
connect new knowledge with their own personal experiences (Keeling, 2004).
As institutions adopt this new way of learning, college or university educators are faced
with restructuring their approach to learning. Previously distinct roles of academics focusing on
intellectual development and student affairs attending to the personal aspects of development are
no longer valid ways of approaching learning (Keeling, 2004). Academicians need to incorporate
ways that students can connect new knowledge with their previous knowledge so that they find
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meaning and relevance to their worlds (Keeling, 2004). student affairs professionals need to
develop more intentional ways of helping students identify what they learned as result of their
engagement in activities and how those outcomes are associated with what they are learning in
the classroom and about themselves (Keeling, 2004).
As universities have grappled with reorganizing educational structures and systems to
respond to changes in higher education, more colleges are defining “competencies and skills”
that students must achieve to graduate with a bachelor’s degree (Keeling, 2004, p. 19). Although
the term “competency” was not defined in Learning Reconsidered, for the purposes of this
research project, competencies will be defined as students’ proficiency or mastery of specified
learning outcomes. As part of the movement towards accountability in higher education,
universities have developed clear educational outcomes associated with their institutional
missions and values (Keeling, 2004). In an attempt to codify learning associated with academic
and out-of-classroom learning experiences, Keeling identified seven learning outcomes and
defined dimensions associated with these student outcomes. The learning outcomes were
categorized as: “cognitive complexity; knowledge acquisition, integration, and application;
humanitarianism; civic engagement; interpersonal and intrapersonal competence; practical
competence; and persistence and academic achievement” (Keeling, 2004, pp. 21-22).
Keeling (2004) defines these student learning outcomes by describing the dimensions that
are associated with each outcome. The dimensions of the cognitive complexity learning outcome
are “critical thinking, reflective thinking, effective reasoning, intellectual flexibility,
emotion/cognition, integration, identity/cognition, [and] integration” (Keeling, 2004, p. 21). The
aspects of the knowledge acquisition, integration, and application learning outcome are defined
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as students’ “understanding knowledge from a range of disciplines (acquisition); connecting
knowledge to other knowledge, ideas, and experiences (integration); relat[ing] knowledge to
daily life (application); pursui[ng]…lifelong learning; career decidedness; [and] technological
competence” (Keeling, 2004, p. 21). The elements of humanitarianism include “understanding
and appreciation of human differences; cultural competency; [and] social responsibility”
(Keeling, 2004, p. 21). Aspects of civic engagement comprise a “sense of civic responsibility;
commitment to public life through communities of practice; engag[ing] in principled dissent;
[and] effective[ness] in leadership” (Keeling, 2004, p. 21). Intrapersonal and interpersonal
outcomes involve the capacity for “realistic self-appraisal and self-understanding; personal
attributes such as identity, self-esteem, confidence, ethics and integrity, spiritual awareness,
personal goal setting; meaningful relationships; interdependence; collaboration; and ability to
work with people different from self” (Keeling, 2004, p. 22). Practical competence focuses on a
student’s ability for “effective communication; capacity to manage one’s personal affairs;
economic self-sufficiency and vocational competence; maintain[ing] personal health and
wellness; prioritiz[ing] leisure pursuits; [and] living a purposeful and satisfying life (Keeling,
2004, p. 22). Finally, persistence and academic achievement is defined as a student’s capacity to
“manage the college experience to achieve academic and personal success, leading to academic
goal success including degree attainment” (Keeling, 2004, p. 22).
Taking a closer look at on-campus college student employment research, we see a
growing body of evidence that this specific student experience contributes to Learning
Reconsidered-defined student learning outcomes (Keeling, 2004) such as cognitive complexity
(Carr, 2005; Pascarella, Bohr, Nora, Desler, & Zusman, 1994; Pascarella, Edison, Nora,
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Hagedorn, & Terenzini, 1998); knowledge acquisition, integration, and application (KetchumCiftci, 2004; Robotham, 2009; Winkler, 2009); interpersonal and intrapersonal competence
(Carr, 2005; Crook, Healy, & O’Shea, 1984; Robotham, 2009; Tam Oi I & Morrison, 2005); and
practical competence (Carr, 2005; Robotham, 2009; Tam Oi I & Morrison, 2005). However,
Keeling contended that in order to better understand “learning as an integrated and
transformative act” educators must not only agree upon the common competencies that students
need to be proficient in to obtain an undergraduate degree, but faculty and staff must define the
context within which these learning outcomes can be achieved and demonstrated, chart the
process for how students will gain these competencies, and stipulate how learning will be
measured (Keeling, 2004). Current research has not clearly established the processes of how
college students learn within the on-campus employment environment.
Also, administrators, faculty, staff, and students do not all agree that on-campus student
employment provides opportunities for students to learn. Some student affairs professionals view
students’ part-time employment as an inexpensive way to meet their staffing needs (Carr, 2005).
Although some students believed that their on-campus work experience contributed to their
future career opportunities (Carr, 2005; Ketchum-Ciftci, 2004; Tam Oi I & Morrison, 2005),
other students were not interested in pursuing jobs that challenge them to grow and develop;
rather, they viewed work as time away from the stress of academics (Winkler, 2009). Some
college students chose work for the sole purpose of supplementing their educational costs (U.S.
Department of Education, 1996, 1998). If students view work merely as a way to finance
education, then when conditions of employment became somewhat detrimental to academic
progress or success, work was perceived as harmful (U S. Department of Education, 1998). It is
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uncertain whether these attitudinal differences have hindered the development of learning within
the context of college student employment.
Recent college student employment research has focused on the effects of employment
on academic success and identification of learning outcomes as a result of the student work
experience, yet there is still little that is known about how learning occurs and what student
affairs professionals can do to optimize learning. Although the American Council on Education
(2006) reported that there were over one million students working on college campuses in the
U.S. from 2003 to 2004, researching learning within the on-campus work environment is still
developing. Much of the workplace learning research has focused primarily on full-time
employees. Although some research has examined part-time employees, most of the focus has
been on part-time employees working outside the educational sector.
Problem Statement
Colleges and universities have an obligation to prepare students for the workplace. As a
result of rising educational costs, increased societal and political pressures require institutions to
demonstrate that students are ready to enter the workforce upon graduation. Universities are
responding by developing comprehensive assessments that measure learning outcomes both in
and outside the classroom. Mostly, student affairs professionals have focused on evaluating what
and how student leaders learn as they carry out their roles and responsibilities within student
organizations. Student affairs professionals have paid very little attention to how on-campus
college student employment creates opportunities for learning, how learning occurs within that
environment, and what this work experience means for these students. Student affairs programs
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across the country employ thousands of part-time students to carry out various tasks related to
program implementation and supervision. Yet most professionals do not have a deep
understanding of how students learn within the context of students’ campus employment
experience from the perspective of these student workers. Within this context there is still very
little that is known about the how the part-time on-campus student employment experience
contributes to learning within the larger context of the institution.
Purpose of the Study
The purpose of this basic, interpretive qualitative study was to examine the on-campus
part-time employment experiences of traditional aged college students working in Campus
Recreation at one large, public Midwestern university, to gain a deeper understanding of how
learning occurs within this workplace setting.
Research Questions
A primary overarching research question guided this study: How do part-time, on-campus
student employees describe their past and current experiences as they relate to their learning?
Secondary research questions included:
1. What strategies do college student employees use to navigate learning within their
student employment experience?
2. How do student employees’ perceptions of work change over time?
Rationale and Significance
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Over the last twenty years there has been a growing emphasis on the development,
assessment, and reporting of student learning outcomes (Komives & Schoper, 2006). State
legislators and accrediting bodies began holding colleges and universities more accountable for
student outcomes they touted as being at the core of their educational mission (Komives &
Schoper, 2006). The Regional Accreditation and Student Learning: Principles of Good
Practices, created and adopted by the Council of Regional Accrediting Commissions in 2003,
reinforced that the accrediting commission expects higher education institutions to provide a
composition of:
Evidence of student learning [which] is derived from multiple sources, such as courses,
curricula, and co-curricular programming, and includes effects of both intentional and
unintentional learning experiences. Evidence collected from these sources is
complementary and portrays the impact on the student of the institution as a whole. (p. 3)
Furthermore, the Association of American Colleges and Universities (AACU) in Greater
Expectations (2002) insisted that colleges and universities help develop students so that they
“become intentional learners who can adapt to new environments, integrate knowledge from
different sources, and continue learning throughout their lives” (p. xi). Also, college students
need to become “empowered through the mastery of intellectual and practical skills; informed by
knowledge about the natural and social worlds and about forms of inquiry basic to these studies;
and responsible for their personal actions and for civic values” (AACU, 2002, p. xi).
To achieve these educational goals, Learning Reconsidered emphasized the need for
higher educators to restructure learning within the context of students’ lives and contended that
both academic and out-of-classroom experiences are needed (Keeling, 2004). This approach to
learning requires institutions of higher education to develop an educational system able to
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“describe how learning occurs, where it occurs, how we can confirm that it is occurring, and
what the outcomes of learning are” (Keeling, 2004, p. 11). To accomplish this, universities and
colleges must examine “every aspect of the student experience [and develop]….a new
configuration of learning processes and outcomes” (Keeling, 2004, p. 11). Since the majority of
college students work while attending school, it is important for educators to understand how
employment affects student learning.
Researcher’s Statement
Prior to continuing with this dissertation about on-campus student employee workplace
learning, I believe it is important to explore the reasons why I am so interested in this topic. It is
important that I acknowledge elements of my own experience and identify assumptions that have
shaped my perspectives related to workplace learning. In basic interpretative research, a critical
element of the process is for the researcher to understand the preconceived notions that may
influence the research process. Also, this reflexivity exercise aids the researcher in clearly
conveying to the reader the relational position of the researcher to the topic.
I have worked with on-campus student employees for over 26 years and my interactions,
observations, and experiences with student staff have guided my opinions of student employee
learning in the workplace. Early in my career, I recognized that some student workers had a
significant learning experience as a result of the job duties and interactions they had on campus.
It seemed to me that their skills, viewpoints, and behaviors were positively impacted by their
work experiences, while other student staff struggled to meet the expectations of their positions
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and typically left the department for a variety of reasons. Also, I observed that some professional
staff more successfully guided and assisted student employees in their development.
When I served in various positions as an assistant director I worked closely with student
employees. Professional colleagues commented that I was an effective supervisor who helped
students transform their lives. However, I wondered why some professionals were more
successful in developing student employees than others. From my experiences, it seemed that
there were so many different factors that played a role in student workplace learning. Student
employee motivations, attitudes, and readiness to learn seemed to play a role in their
development. Also, supervisor expectations seemed to influence student learning in the
workplace.
Even before I became a professional, I remember my experiences as an undergraduate
and graduate student when I was employed at university recreation programs. During my
undergraduate years, I was eligible for work study. I was hired as an intramural supervisor for a
recreation program at a small private university. It was one of the best experiences of my young
life. I was a high school and college athlete, so being around sports was fun and exciting for me.
The job afforded me challenges and opportunities to develop my skills, knowledge, and expertise
in the area of recreation management. Some of my responsibilities included: teaching officials,
scheduling competitions, defining the rules of play, preparing facilities for play, and handling
injuries.
At the time, I didn’t realize how much I had developed as a person. I was much more
outgoing and learned how to be assertive when I needed to be. I honed my organizational and
mediation skills. After graduating with my undergraduate degree I worked at a racquetball club
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for about year. I like working with the members, but quickly realized I did not want to go into
membership sales, which would have been the next step in advancing at the club. I decided to
return to college to earn a master’s degree. When my advisor learned of the recreation skill set I
had she introduced me to the university campus recreation staff in hopes that I could secure a
graduate assistantship. I was hired by the recreation department and for two years assisted in
overseeing the intramural program. I progressively assumed more responsibilities which
included marketing, disciplining unruly players, monitoring a budget, and managing many more
sports and activities. Again, this was a significant developmental experience for me. I gained
skills and expertise in program planning, implementation, and evaluation. I recruited, hired,
trained, and supervised intramural officials and supervisors. This experience led to my
professional journey in student affairs for over 26 years. My experiences as a college student
employee, graduate assistant, and the many opportunities I had working with student staff led me
to an interest in this topic. I hope that I can advance readers’ understandings of workplace
learning so that professionals across the country can enhance their student employee programs to
optimize learning within their organizations.
Summary
In sum, the number of full-time college students who work is at an all-time high and it is
projected that the number of students who work will continue to increase through the year 2019.
Accrediting agencies expect universities to understand how all aspects of the college student
experience influence their learning. Although working while attending college has become a
common characteristic of students, there is still very little that higher educators know about how
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learning occurs for this specific student population. In order for student affairs professionals to
contribute to student learning outcomes that are aligned with the university it is important to
understand how learning occurs within all out-of-classroom experiences, including on-campus
student employment. Researchers investigating workplace learning have primarily focused on
full-time employees. Investigators who have examined part-time employment have mainly
targeted employees who work in retail, banking, or manufacturing industries. More research is
needed to gain a deeper understanding of how the part-time employment experience affects
student learning while in college.
In Chapter 2, I summarize research related to college out-of-classroom experiences,
workplace learning, college student employment, and theories related to the findings that
emerged from this study. In Chapter 3, I describe my research design and clarify how the design
contributed to the trustworthiness of the study. In Chapter 4, I introduce the participants of the
study by describing their past experiences related to learning and workplace concepts. In Chapter
5, I present my findings, detailing the themes that emerged from the study. In Chapter 6, I
discuss the findings in relation to previous research to identify how my research project
strengthens other studies’ findings and convey new findings that emerged from the study.

CHAPTER 2
REVIEW OF THE LITERATURE
Employment has become a way of life for college students while they pursue a postsecondary degree (King, 2006). There is still little that we know about how students’ work
experiences influence their overall development and preparedness to enter the workforce upon
graduation. A majority of college student employment researchers used grade point averages
(GPA) or academic persistence measures to evaluate the relationship between work and
academic success (Bradley, 2006; Crook et al., 1984; Ehrenberg & Sherman, 1987; Furr &
Elling, 2000; Hood et al., 1992; Kulm & Cramer, 2006; Pike et al., 2008). There have been
mixed results regarding whether employment positively or negatively influences academic
success. Assessing GPA or academic persistence may not adequately demonstrate how student
employment augments the institution’s educational mission.
Grounded in a constructivist perspective, learning occurs through the process of gaining
knowledge, questioning concepts, and engaging in social discourse (Keeling, 2006). The student
employment experience provides opportunities for students to: (1) increase competencies; (2)
explore ways to exhibit leadership; (3) develop learning strategies in a workplace setting; and (4)
better understand the significance of working with others towards a common purpose. Within the
college student employment research area, more recent studies have demonstrated that students
gain competencies as a result of their student work experiences. However, more research is
needed to examine the various elements in the work setting that contribute to students’ overall
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development. Most studies have primarily focused on student leader positions instead of the
student employment arena when examining leadership gains outside the classroom. Also, an indepth exploration of how students use different learning strategies in the workplace has not been
undertaken. Additionally, little is known about how students gain insights about the value of
being part of an organization where its members work towards a vision, a mission, and
overarching goals.
Recent studies have focused on identifying student gains in competencies. For instance,
campus recreation student employees reported increased problem-solving capacities as a
consequence of their part-time work (Carr, 2005). Seniors employed on campus for ten hours or
more for four semesters described how they were able to examine a problem from a broader
context due to their work experience (Ketchum-Ciftci, 2004). Student instructors were able to
apply their knowledge in a part-time work setting by teaching others (Hobbs, Stack, McKechnie,
& Smillie, 2007). Although these studies revealed that student employees identified improved
proficiencies as a result of their work experience, more research is needed to explain how student
workers develop skills as a result of their jobs. How student staff members construct knowledge
and navigate learning in the workplace is paramount to gaining deeper understandings of how
competencies are developed and what contextual elements maximize students’ opportunities for
growth.
Although there is potential for learning to occur within the college student employment
context, the literature fails to explain how part-time employees develop leadership competencies.
Authentic leadership is a newly formulated leadership model that originated from transformational leadership studies (Northouse, 2010). In the midst of corporate leader corruption, the
authentic leadership model stresses the importance of developing leaders who are prepared to
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make decisions based on core values which are in the best interest of the organization
(Northouse, 2010). Three tenets underpin the authentic leadership model: leaders understand
their authentic selves; leaders possess a strong passion to serve others; and leaders’ decisions are
based on their core values (Northouse, 2010). Also, leaders understand that their own
development occurs over a lifetime (Northouse, 2010). Current literature has not examined this
particular leadership model; however, analyzing college student leadership development research
within the context of out-of-classroom experiences may provide insights in the development of
future studies.
College student employment research lacks the breadth and in-depth understanding that
workplace learning studies provide. Workplace learning has been recognized as an emerging
field in the past decade (Smith, 2003), and research has illustrated the multiplicity and
complexity of learning in this environment. Research studies have identified three levels that
influence learning in the workplace: (1) individual learner aspects (Smith, 2000); (2) effects from
co-workers (Billett, 2000); and (3) organizational characteristics (Sambrook & Stewart, 2000).
A few studies began to differentiate between novice and veteran employees in relation to
workplace learning (Fox et al., 2010; Holton, 2001; Smith, 2004). Most of the studies in the
workplace learning research area have focused on full-time permanent employees. I found very
few research studies related to workplace learning and part-time workers. Tisdell (1999)
explored barriers that part-time employees face related to growth and development. Gray and
Laidlaw (2002) focused on how workers’ perceived organizational communication satisfaction
influenced employee performance. Pertinent workplace learning studies will be highlighted to
identify significant concepts that will contribute to researching learning within the college
student employment setting.
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For the purposes of this study, I will explore and analyze three major research areas: (1)
collegiate out-of-classroom learning; (2) college student employment, and (3) workplace
learning. To make sense of the plethora of student learning outcomes gleaned from the research,
I used Learning Reconsidered learning outcomes as a framework to organize findings, and these
will be introduced first. Within the workplace learning research, I provide an historical context of
workplace learning research to illustrate how this research area has evolved. Also, I will
synthesize and highlight learning concepts from research areas, and will review potential
workplace learning theoretical models applicable to this research study.
Learning Outcomes
Learning Reconsidered, a seminal student affairs publication, advanced the concept that
learning incorporates both the cognitive and affective components of learning (Astin, 1996; King
& Baxter Magolda, 1996) by defining learning as “a complex, holistic, multi-centric activity that
occurs throughout and across the college experience” (Keeling, 2004, p. 5). Learning
Reconsidered defined seven student learning outcomes and corresponding dimensions to aid
student affairs professionals in identifying, developing, assessing, and connecting out-of-class
experiences to the academic mission of the institution (Keeling, 2004). The seven outcomes
include: “cognitive complexity…knowledge acquisition, integration, and application…
humanitarianism…civic engagement…interpersonal and intrapersonal competence…practical
competence…[and] persistence and academic achievement” (Keeling, 2004, pp. 18-19).
Cognitive complexity is defined as a student’s capacity to demonstrate: “critical thinking,
reflective thinking, effective reasoning, intellectual flexibility, emotion [and] cognition
integration, and identity [and] cognition integration” (Keeling, 2004, p. 18). Knowledge
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acquisition, integration, and application refers to students’ “understanding [of] knowledge in a
range of disciplines; connecting knowledge to other knowledge, ideas and experiences; relat[ing]
knowledge to daily life; pursui[ng]… lifelong learning; career decidedness; and technological
competence” (Keeling, 2004, p. 18). The interpersonal and intrapersonal learning outcome
demonstrates that students are capable of: “realistic self-appraisal and self-understanding;
personal attributes such as identity, self-esteem, confidence, ethics and integrity, spiritual
awareness, [and] personal goal setting; meaningful relationships; interdependence; collaboration;
and [the] ability to work with people different from self” (Keeling, 2004, p. 19).
Students who exhibit practical competence are able to demonstrate: “effective
communication; [the] capacity to manage one’s affairs; economic self-sufficiency and vocational
competence; maintain[ing] health and wellness; prioritiz[ing] leisure pursuits; and living a
purposeful and satisfying life” (Keeling, 2004, p. 19). Students who possess the civic
engagement competency are able to demonstrate: “a sense of civic responsibility; commitment to
public life through communities of practice; engage[ment] in principled dissent; and effective
leadership” (Keeling, 2004, p. 19). Students who display humanitarianism characteristics are
capable of: “understanding an appreciation of human differences; cultural competency; and
social responsibility” (Keeling, 2004, p. 18). The persistence and academic achievement learning
outcome is defined by dimensions of: “manag[ing the] college experience to achieve academic
personal success; academic goal success including degree attainment” (Keeling, 2004, p. 19).
The next research area that will further inform research targeted at college student employment
will be the effect of extracurricular college student leadership experiences on students’
leadership development.
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Collegiate Out-of-Classroom Learning
There is increasing evidence that student involvement in out-of-classroom activities
contributes to students' overall development (Barcelona, 2002; Belch, Gebel, & Mass, 2001;
Busseri & Rose-Kransor, 2008; Kuh, 1993; Haines, 2001; & Twale & Sanders, 1999). Astin
(1993) affirmed that student engagement has the probability of influencing undergraduates’
cognitive and affective development. Although student involvement and engagement is
important to the students’ overall developmental process, intentional extracurricular activities
may more clearly connect cognitive and affective dimensions of the learning process. This
literature review focuses on research which investigated student educational gains as a result of
out-of-classroom experiences in an effort to better understand the effects on the college learning
environment. Research findings related to student learning outcomes will be highlighted. Then
implications of this research will be discussed. Next, researchers who investigated gender and
ethnic differences among college students’ approach to learning and gained outcomes will be
summarized and implications of these findings will be identified.
Student Learning Outcomes
Researchers who have investigated out-of-classroom developmental activities identified
student outcomes related to college students’ growth and development. Student learning
outcomes related to out-of-classroom experiences are organized by Keeling’s (2004) dimensions
of learning: cognitive complexity; knowledge acquisition, integration, and application;
humanitarianism; civic engagement; interpersonal and intrapersonal competence; practical
competence; and persistence and academic achievement. I discuss implications of student
learning outcomes below.
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Cognitive complexity. Astin (1996) and Keeling (2004) affirm that students can increase
their cognitive complexity capacity from participation in various student affairs learning
opportunities. Less than half of the targeted research studies reference any findings related to
cognitive complexity (Cress et al. 2001; Gellin, 2003; Hall, Forrester, & Borsz 2008; Kuh, 1995;
Murphy, 2002; Schuh & Laverty, 1983). Kuh (1995) found that college students who engaged in
leadership activities reported educational gains in cognitive complexity as a result of their
leadership experience. Gellin's (2003) study reported that student participation in various
extracurricular activities produced higher “gains in critical thinking” when measured against
students who did not participate in similar activities (p. 757). Cress et al. indicated college
students who participated in leadership programs had more capabilities to handle “complexity,
uncertainty, and ambiguity,” which illustrates students' ability for intellectual flexibility (p. 22).
Hall et al. (2008), Murphy, and Schuh and Laverty (1983) reported educational gains in decision
making as a result of students’ leadership experience. Hall et al. and Murphy found an increase
in problem-solving abilities as a result of students’ organization and council leadership
experience.
Knowledge acquisition, integration, and application. Cooper, Healy and Simpson’s
(1994) was the only study that illustrated "knowledge acquisition, integration and application" as
an outcome of the college student leadership experience (Keeling, 2004, p. 18). In a three-year
study, freshmen and juniors who engaged in a leadership organizational position had higher
gains in development towards a career than their non-leader counterparts at graduation (Cooper
et al., 1994). Additionally, Cooper et al. found more significant growth in career development
among student leaders within a three-year period when compared to their non-leader
counterparts.
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Humanitarianism. Cress et al. (2001), Cooper et al. (1994), Hall et al., (2008), HallYannessa and Forrester (2004), Kuh (1995), and Pascarella, Ethington and Smart (1988) all
identified the humanitarianism student outcome as a result of the college student leadership
experience. Additionally, sport club officers conveyed an increased understanding of individuals
unlike themselves and "respect [for] the rights of others" as an outcome of their leadership
experience (Hall-Yannessa & Forrester, 2004, p. 12). Cooper et al. found that junior college
students who engaged in a leadership organizational position had higher gains in cultural
involvement than their non-leader counterparts. In this study, it is important to note that there
was no evidence of the humanitarianism learning outcome until students’ third year in school.
Additionally, Cooper et al. discovered that college student organizational leaders experienced
more significant cultural engagement over a three-year period than their non-leader counterparts.
Civic engagement. Five studies identified civic engagement as a student outcome gained
from students’ leadership experiences (Cress et al., 2001; Kezar & Moriarty, 2000; Posner &
Brodsky, 1993; Schuh & Laverty, 1983; and Pascarella et al., 1988). Pascarella et al. (1988)
found that college students’ “social leadership experiences” had a positive direct impact on their
engagement in civic activities (p. 427). Cress et al. reported that college students who
participated in leadership programs had increased leadership competencies when compared to
other nonparticipants. Schuh and Laverty 1983) found that individuals in the workforce who
previously held a leadership position reported perceived gains in leadership and assertiveness
skills as a result of their prior leadership experience.
In the Posner and Brodsky (1993) study, Resident Assistants (RAs) who viewed
themselves as leaders and being effective were also perceived by their residents in the same way.
However, Hall Directors’ evaluation of RAs and RAs’ self-assessment demonstrated some
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inconsistencies (Posner & Brodsky, 1993). Three of the five leadership traits (enabling,
modeling, and encouraging) emerged as significant and consistent perceptions between the Hall
Directors and the RAs (Posner & Brodsky, 1993, p. 303). Posner and Brodsky found that two
leadership practices, challenging and inspiring, did not yield significant results (p. 303).
Additionally, those RAs who were placed in the “average and low” groups were not “statistically
significant” on the five leadership traits (Posner & Brodsky, 1993, p. 303).
Interpersonal and intrapersonal competence. Studies depict substantial evidence that this
outcome is achieved through the college student leadership experience (Cress et al., 2001;
Cooper et al., 1994; Hall et al., 2008; Hall-Yannessa & Forrester, 2004; Kuh, 1995; Murphy,
2002; Romano, 1996; & Schuh & Laverty, 1983). Hall-Yannessa and Forrester (2004) and
Murphy (2002) found that through students’ leadership experiences they were able to improve
their skills to accurately assess their own abilities. Hall-Yannessa and Forrester, Kuh (1995),
Murphy, and Romano all identified outcomes illustrating students’ increased understanding of
self, such as distinguishing one's own values and interests.
Student learning outcomes such as increased self-esteem (Kuh, 1995) and self-confidence
(Romano, 1996) were attributed to leadership experiences. Cress et al. (2001) and Hall et al.
(2008) found that students improved their abilities to set goals (Cress et al., 2001; Hall et al.,
2008) as a result of their leadership experiences. Cooper et al. (1994) and Schuh and Laverty
(1983) found higher student gains in planning as a consequence of their student leadership
experience. Additionally, Cooper et al. discovered that students experienced more significant
growth in planning from three years of participating in leadership activities than their non-leader
counterparts (Cooper et al., 1994, p. 100). Cress et al. found that students participating in
leadership opportunities were more “willing to take risks” than nonparticipants (p. 18).
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Increased gains in student abilities to work and collaborate with others were
demonstrated in varying ways in the following studies. Student leaders demonstrated significant
gains in receiving positive critiques from others (Hall et al., 2008; Hall-Yannessa & Forrester,
2004). Additionally, Hall et al. indicated that student leaders were more able to provide
constructive criticism to others. Kuh (1995) found that college students who engaged in
leadership activities reported better social skills. Hall-Yannessa and Forrester (2004) indicated
that sport club officers reported significant gains in being able to interact with the other gender
within a workplace setting. Murphy (2002) found students participating in leadership activities
reported improved capabilities in “relating to others” (p. 170). Schuh and Laverty (1983) found
that individuals who previously held a leadership position reported perceived gains in teamwork
skills as a result of their previous leadership experience. Cress et al. (2001) reported more
advanced abilities in resolving conflicts.
Interpersonal relational gains as a result of student leadership experiences were evident in
five studies described below. Hall-Yannessa and Forrester (2004) found that sport club officers
realized how their choices impacted others. Hall et al. (2008) identified increased abilities in
inspiring and influencing others as well as serving as a mentor and role model to their fellow
students. College student female organization presidents reported gains in conflict resolution
skills (Romano, 1996). Schuh and Laverty (1983) found that individuals in the workforce,
ranging from three to 30 years, claimed that previously held leadership positions provided a
direct gain in supervisory skill abilities. Cress et al. (2001) demonstrated that college students
participating in leadership programs were more willing to help others advance their leadership
skills.
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Practical competence. Kuh (1995) found educational gains in practical competence. HallYannessa and Forrester (2004) reported that college sport club vice-presidents had improved
capabilities in "balanc[ing] their personal, academic, and professional life" when compared to
their presidential counterparts (p. 15). Schuh and Laverty (1983), Cress et al. (2001), and Hall et
al. (2008) demonstrated student gains in planning and organizational skills and Hall et al. found
delegating to be another skill improved through participation in leadership activities.
Educational gains of effective communication were illustrated in various studies and
expressed in different ways. The Romano (1996) study reported that college female student
presidents improved their skills in voicing opinions and being assertive. Schuh and Laverty
(1983) and Hall et al. (2008) found that students reported perceived improvement in
communication as a product of their engagement in leadership experiences. Female organization
presidents (Romano) and male student leaders (Kezar & Moriarty, 2000) both found student
advancements in "public speaking" capabilities (p. 59). Murphy (2002) found college students
who reported significant participation in student organizations reported a strong relationship
between speech and writing abilities.
Relating to "economic self-sufficiency" (Keeling, 2004, p. 19), Schuh and Laverty (1983)
found that individuals who previously held a leadership position reported perceived gains in
budgeting skills as a result of their prior leadership experience. Cooper et al. (1994) found that
freshmen and juniors who engaged in a leadership organizational position had higher gains in
“Life Management” than their non-leader counterparts at graduation (p. 100). Cooper et al. found
that college student organizational leaders experienced more significant growth in “Life
Management” after three years of participation in leadership activities when compared to their
non-leader counterparts (p. 101).
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Related to employment competencies, Murphy (2002) found students who engaged in
leadership experiences reported greater “knowledge of skills for a career [and] better
understanding of....career goals” (p. 170). Cooper et al. (1994) found that freshmen and juniors
who engaged in a leadership organizational position had higher gains in “developing purpose”
than their non-leader counterparts (p. 100). Additionally, Cooper et al. discovered that students
experienced more significant growth in "developing purpose" from three years of participating in
leadership activities than their non-leader counterparts (Cooper et al., 1994, p. 100).
Persistence and academic achievement. Research studies that demonstrate evidence of
academic persistence and success were limited to a few studies. Freshmen and junior
organizational leaders reported higher ratings of engagement in their educational experience than
their non-leader counterparts (Cooper et al., 1994). Hall et al. (2008) and Murphy (2002)
illustrated student leaders' capabilities in maintaining academic performance. The Cooper et al.
(1994) study is another example of sustained academic progress: the researchers found that
college student organizational leaders experienced greater engagement in their educational
experience within a three-year period than their non-leader counterparts (p. 101).
Implications of Student Learning Outcomes
The studies described above offer varying results of student educational gains from
leadership experiences. From this limited literature review, it appears that interpersonal,
intrapersonal, and practical competencies are more prevalent student gains as a result of
leadership experiences. There could be three plausible causes for the lack of evidence of other
learning outcomes. First, some research may exist which the author may have not identified.
Second, student affairs professionals may not be conducting research or assessment in the area of

28
leadership experiences as they relate to student outcomes. Third, some leadership experiences
may not result in other educational gains. If student affairs administrators have a desire to play a
more integral role in the learning environment, then new leadership opportunities will need to be
developed to achieve other student outcomes. Additionally, more student leadership activities
need to be evaluated to ascertain the programs’ influence on learning outcomes. Environment
and culture may serve as a catalyst or hindrance to student participation and achievement of
outcomes. Research analyzing these variables would be useful to the student affairs practitioner.
Gender and Ethnic Differences
A few researchers examined differences between men and women related to their
engagement in extracurricular activities and the effects that participation had on their
development (Cress et al., 2001; Kezar & Moriarty, 2000; Romano, 1996; Posner & Brodsky,
1993). Four studies investigated differences between students of color and White undergraduates
associated with development outside the classroom (Arminio et al., 2000; Cress et al., 2001;
Kezar & Moriarty, 2000; Kuh, 1995; Pascarella et al., 1988). I will briefly summarize the
relationship between gender and ethnic differences and discuss the implications of these
findings.
Gender differences. Cress et al. (2001) indicated no differences among men and women
college students’ overall development as it related to their participation in extracurricular
activities. In contrast, Kezar and Moriarty (2000) found: (1) after four years of participation in
leadership activities, males gained leadership competencies greater than their female
counterparts; (2) males perceived their capacity for “public speaking” to be higher than females
(p. 65); (3) men reported higher levels of development in all learning outcomes, except one; and

29
(4) women students reported more gains in “social and intellectual confidence” than the men (p.
65). When comparing men and women student organizational presidents, Romano (1996) found
that females reported: (1) more relational leadership styles; (2) increased knowledge of
bureaucratic functions; (3) an enhanced appreciation for being prepared and motivated; and (4) a
strong sense of addressing conflicts in a direct and expedient manner. Women residence hall
assistants scored higher on the “encouraging” leadership trait than their male counterparts
(Posner & Brodsky, 1993).
Ethnic differences. Researchers found that college students of color (Cress et al., 2001)
and African Americans (Kexar & Moriarty, 2000) who participated in extracurricular leadership
activities showed higher rates of learned outcomes than their White student counterparts. African
American female organizational officers reported higher leadership development ratings than
those who did not participate (Kezar & Moriarty, 2000). College students of color participating
in various leadership activities showed significant growth in humanitarianism (Kuh, 1995;
Pascarella, 1988); however, Pascarella (1988) also found that White women who participated on
a “departmental or university committee” had a “significant partial correlation” to their
humanitarian competency (p. 428). Conversely, students of color who participated in leadership
activities had negative outcomes of practical and interpersonal competence (Arminio et al.,
2000).
The research indicated that students of color tend to view their role as leader in a more
community relational way: (1) viewed their leadership position in a non-hierarchical way
(Armino, et al., 2000) and (2) Latino/a students emphasized community engagement (Cress et
al., 2001). Students of color in leadership positions were negatively impacted by the experience:
(1) they viewed their experience more as a sacrifice than beneficial; (2) reported adverse effects
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on their relationships and lives; (3) reported they were incapable of meeting everyone’s needs
and expectations; (4) felt like they were being judged and criticized by their own race for
maintaining the White privilege culture or for being too extreme in their approaches to change
the culture (Armino, et al., 2000). Romano (1996) found that college female student presidents of
color had more difficulty in their leadership role due to various obstacles, such as being
misinterpreted by students of their own ethnicity and individuals labeling them by their
respective cultures.
Implications of Gender and Ethnic Differences
The studies investigating gender and ethnic differences are contradictory. However, some
research suggested that there may be differences between gender and ethnicity that play a role in
learning and development within the college student extracurricular experiences which need
further exploration. Future researchers should consider gender and ethnic differences when
conducting their studies. Other research is needed in this area to better discern how gender or
ethnic differences play a role in college students’ learning.
Summary of Collegiate Out-of-Classroom Learning
College student leadership development research demonstrated evidence that students
gain competencies as a result of their engagement in extracurricular activities. Although the
research is contradictory, the research suggests that gender and ethnicity may play a role in
college students’ approaches to learning and gains in development. Outcomes of research related
to out-of-classroom extracurricular activities provide a broader context of how these college
student experiences impact student learning and development.
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College Student Employment
The focus of this study is to examine the effects of college student part-time employment
on a student’s overall development. Hence, it is important to understand how previous studies
investigated leadership development within the context of students’ on-campus employment.
Also, understanding the characteristics of the student employment population is essential when
examining this phenomenon. Hence, the characteristics of students who work will be identified
from the research, including: students’ ages and marital, financial, and academic statuses.
Additionally, attitudes, perceptions, and expectations of student employees, employers, and
parents and their respective influences on the work learning environment will be revealed from
previous studies. Research findings in college student employment are categorized in three areas:
(1) academic achievement and persistence; (2) differentiating between working and non-working
students; and (3) developmental outcomes related to the student worker experience.
College Student Employee Characteristics
Characteristics of students who work. It is important to know the characteristics of
students who work to more fully understand the population to be studied. Students who work
tended to be more traditional: enrolled full-time, between the ages of 16 and 23, attending fouryear institutions, dependent on their parents for financial support, single with no children, and
working 25 hours or less per week (NCES, 2008). Sixty-nine percent of students worked at least
one job and 64 percent of those students had two or more jobs at a time (Tam Oi I & Morrison,
2005). A large majority of students were employed in service, retail, or menial type jobs (Hobbs
et al., 2007; Tam Oi I & Morrison, 2005; Robotham, 2009). Income generated from students’
jobs helped supplement their college expenses (Darmody & Smyth, 2008). Students with higher
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incomes were "just as likely to work" as those who had lower incomes (ACE, 2006, p. 3).
Knowing the characteristics of student employees can provide insights into their motivations for
working, developmental needs, and demands outside of work.
Employment attitudes, perceptions, and expectations. Student employees’ attitudes and
perceptions about their jobs may influence how much they invest in their part-time work. Some
students believed that their part-time employment experience contributed to their development
and their future career goals (Hobbs et al., 2007; Winkler, 2009). Although higher-income
students may not have a financial need to work, they conveyed the importance of “gaining work
experience” (ACE, 2006, p. 3). There may be cultural differences in college student perceptions
about the value of part-time work while attending school. When comparing Chinese and U.S.
college students, Tam Oi I and Morrison (2005) found that Chinese college students made
stronger connections between their current job experience and their future employment than their
U.S. counterparts.
Some U.S. students perceived work as an obstacle to performing academically
(Greenbank et al., 2009). The number of hours students work per week may adversely affect
their capacity to manage school and work demands. Students had greater tendencies to report
academic limitations when their work hours were closer to 34 hours per week (U.S. Department
of Education, 1998). Students were less able to: (1) register for preferred classes; (2) use the
library; or (3) have time for class when compared to students who were unemployed or working
less than 20 hours per week (U.S. Department of Education, 1998). Conversely, Chinese students
did not view employment as being detrimental to their academic performance (Tam Oi I &
Morrison, 2005). In fact, Chinese students believed that being unemployed would not improve
their academic success (Tam Oi I & Morrison).

33
Students’ motivation for working may influence their approach to their part-time jobs.
Some students were not interested in pursuing part-time work that challenged them to develop
(Winkler, 2009). Instead, students in the Winkler study perceived employment as a way to
escape from the stress of academics. Some college students conveyed that their primary reason
for working was to help support their financial needs (U.S. Department of Education, 1996,
1998). When students’ main motive for working was financial and part-time jobs became
demanding, students were more than likely to perceive work as being detrimental to their
academic progress or success (U.S. Department of Education, 1998).
In Cheng and Alcantara’s (2004) study, some student employees discovered the value of
part-time work as a result of their job experience. Although initially most student employees
accepted menial jobs with the primary intent of earning wages, student employees gained new
skills and competencies as a result of carrying out their daily job duties and responsibilities, thus
finding value in their experience (Cheng & Alcantara, 2004). Consequently, students sought new
work opportunities that not only continued to support their financial needs, but also aided them
in “shap[ing] and enhance[ing] their academic, social, and career interest” (Cheng & Alcantara,
2004, p. 9). A significant finding of Cheng and Alcantara’s study was that it may take one job
experience before students realize the value of part-time work towards their future.
Research showed that parent expectations may influence students’ perspectives of parttime employment while in college. A study conducted by ACE (2006) revealed that 63 percent of
student dependents reported that their primary motive for working was because their parents
expected them to work. It is unclear how this parental influence affects students’ motives and
perspectives about the employment experience. Examining a wide range of students who have
different motives for working may give student affairs professionals a clearer picture of how
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their attitudes influence learning in the workplace (Winkler, 2009). Understanding how parents
affect students’ motivations and approaches to part-time work may provide new insights into the
student employment phenomenon.
Some college employers perceived part-time student workers as a cheap option for
carrying out the daily operational tasks and functions at their respective institutions (Carr, 2005).
There is still very little that is known about the effect that employers have on the quality of the
part-time work experience. Examining incidents when student employees feel challenged and
supported in their jobs while carrying out their duties and responsibilities can help professionals
gain new insights into the importance of designing work tasks that are developmental.
Persistence and Academic Achievement
Researchers have utilized different measures to assess the relationship between student
employment and scholastic achievement: grade point averages (GPAs) (Bradley, 2006; Crook et
al., 1984; Ehrenberg & Sherman, 1987; Furr & Elling, 2000; Heffez, 1979; Hood et al., 1992;
Kulm & Cramer, 2006; Tam Oi I & Morrison, 2005; Pascarella & Terenzini, 2005; Pike et al.,
2008); persistence in school (Ehrenberg & Sherman, 1987; Kulm & Cramer); academic progress
(Ehrenberg & Sherman, 1987; Furr & Elling, 2000); class attendance (Heffez, 1979); time
dedicated to studying (Bradley; Kulm & Cramer; Pascarella et al., 1994); decision to pursue a
postgraduate degree (Ehrenberg & Sherman, 1987); peer interactions (Kulm & Cramer, 2006;
Lundberg, 2004); faculty relationships (Lundberg, 2004); and academic relevance (Pascarella &
Terenzini, 2005). The multitude of academic assessments used in these studies illustrates the
difficulty in measuring academic achievement and its relationship to part-time work. Numerous
evaluative techniques have resulted in varied outcomes and conflicting conclusions.
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There have been mixed results regarding the connection between GPA and part-time
employment. Bradley (2006), Furr and Elling, (2000), Heffez (1979), Tam Oi I and Morrison
(2005) found no significant relationship between GPA and student employment. Contrary to
these findings, students who worked more than 20 hours per week had lower grades (Pike et al.,
2008) than students who worked less than 20 hours. Hood et al. (1992) further defined student
hour parameters by reporting that students’ grades declined when they worked more than four
hours per day.
Some studies contended that there is a curvilinear relationship between hours worked and
GPA, indicating that unemployed students and students working excessively had lower GPAs
than students employed a moderate number of work hours (Ehrenberg & Sherman, 1987; Hood
et al., 1992; Kulm & Cramer, 2006; Pascarella & Terenzini, 2005). A few researchers have
identified optimal ranges for student part-time work: 10-20 hours (Hood et al., 1992), 11-20
hours (Kulm & Cramer, 2006), and 15-20 hours (Pascarella & Terenzini, 2005). Also, Pascarella
et al. (1998) reported that on-campus employment of 10-15 hours and off-campus employment
of 16-20 hours positively influenced the cognition of third-year student employees.
There were inconsistent research findings when utilizing measures of academic
persistence, academic progress, and graduating within the expected timeframe. Ehrenberg and
Sherman (1987) indicated that students employed off campus had negative persistence rates. Oncampus students working approximately 25 hours per week were less likely to stay in school the
following year or graduate in a timely fashion (Ehrenberg & Sherman, 1987). Ehrenberg and
Sherman’s study revealed that freshmen and sophomores who worked 20 hours or more per
week increased their potential for dropping out of school. Conversely, Kulm and Cramer (2006)

36
found students who worked more hours had higher persistence rates. Furr and Elling (2000)
reported that there was no relationship between student employment and academic progress.
Studies investigated the effect of employment on students’ study time, pursuing an
advanced degree, and peer-faculty engagement. Some research found that study time was
affected by students’ work hours (Bradley, 2006; Kulm & Cramer, 2006). More specifically,
Pascarella et al. (1994) found that off-campus work had a direct negative impact on students’
study time. Additionally, senior on-campus student employees were more likely to pursue a
postgraduate education than their off-campus counterparts (Pascarella et al., 1994). Kulm and
Cramer (2006) reported that peer interactions were enhanced when students worked more hours.
In contrast, Lundberg (2004) demonstrated that students employed more than 20 hours per week
had fewer peer and faculty interactions than students who were unemployed or working less than
20 hours per week.
Other studies focused on the effects that student employment had on classroom
engagement. Students in Robotham’s (2009) study conveyed enhanced understanding in the
classroom as a result of their work experiences. Heffez’s (1979) study reported no relationship
between student work and class attendance. Also, two studies found that student employment
had a detrimental effect on academic pursuits: students did not attend class or arrived late for
class (Tam Oi I & Morrison, 2005; Robotham, 2009); submitted assignments past the deadline
(Robotham, 2009); did not receive a passing grade on an assignment (Robotham, 2009); received
a lower score than expected (Robotham, 2009); put forth less effort towards classes (Robotham,
2009); or placed a lower priority on academics and a higher priority on work (Robotham, 2009).
Robotham viewed these consequences as negligible; however, the researcher did not consider the
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potential proliferating effects when combining these damaging student behaviors. Researchers
should examine whether these factors have a multiplying effect on academic success.
The multi-faceted methods of measuring the relationship between academic performance
and part-time work illustrate the complexity and challenges involved in this research. Studies
have demonstrated that the association between scholastic achievement and working students
may not be clearly distinguishable. For instance, Crook et al. (1984) contended that a
psychometric measure of self-esteem may have an indirect and positive influence on career
development which may in turn promote academic and job success. Other variables confound the
issue of accurately depicting the impact of student employment on academic success. Bradley
(2006) found that student job satisfaction played a mediating role in the relationship between
increased work hours and higher GPA. Heffez (1979) used a longitudinal mapping strategy to
illustrate how time may play an integral and positive role in the relationship between
employment and academic success. Pike et al. (2008) contended that student involvement helped
to mediate the positive effects of on-campus employment on students’ GPA.
Student perceptions add to the perplexity of associating employment with academic
success. Most of the data used in the research is self-reported. Furr and Elling (2000)
demonstrated the inconsistencies between students’ reported data and official academic
information. In Furr and Elling’s study, students who worked more hours reported reduced
academic progress. However, an analysis of GPA, academic classes completed, and academic
classes dropped did not reveal a decrease in academic advancement for these students in this
study. When possible, future studies should triangulate data to verify findings.
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Differentiating Between Employment Worksites and Unemployed Students
When comparing on-campus and off-campus student employment, there were varied
results. Researchers found that on-campus work positively affected student academic success
when compared to students who worked off-campus (Kulm & Cramer, 2006; Pascarella &
Terenzini, 2005; Pike et. al, 2008). Senior on-campus employees were more likely to pursue
advanced degrees and upperclassmen had higher rates of academic persistence than their offcampus counterparts (Ehrenberg & Sherman, 1987). Furr and Elling (2000) and Pike et al.
(2008) analyzed employment through student engagement measures and found that on-campus
student workers were more engaged in the university than corresponding off-campus employees.
Also, freshman study time was negatively impacted by off-campus work (Pascarella et al., 1994).
In contrast, Pascarella et al. (1998) reported no adverse effects on cognitive development when
compared to on-campus student workers and unemployed students. When measuring
competencies, Pascarella et al. (1998) found no differences between unemployed, on-campus,
and off-campus freshmen student employees towards "reading comprehension, mathematics, and
critical thinking" (p. 369).
Developmental Outcomes
Other research studies have identified student gains in competencies as a result of the
employment experience. As defined by Learning Reconsidered, six learning outcomes will be
highlighted in the following studies: cognitive complexity; knowledge acquisition, integration,
and application; interpersonal and intrapersonal competence; practical competence; and
humanitarianism (Keeling, 2004).
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Cognitive complexity. Only three research projects focused on cognitive complexity as
an outcome of the student employment experience (Carr, 2005; Pascarella et al., 1994; Pascarella
et al., 1998). Pascarella et al. (1994) utilized the Collegiate Assessment of Academic Proficiency
(CAAP), which assessed critical thinking, math, and reading competencies to determine
cognitive development gains of first-year students. By analyzing pre and post exams within an
academic year and controlling for varying student characteristics, Pascarella et al. (1994) found
no evidence of cognitive development as a result of student employment. Pascarella et al. (1994)
noted a slight negative relationship of reading comprehension among on-campus student
employees. However, because only one of the three CAAP measures resulted in a minimal
negative measure, researchers believed that employment may only be indirectly correlated to
reading comprehension (Pascarella et al., 1994).
In a second study, Pascarella et al. (1998) conducted a three-year investigation similar to
the 1994 research project. However, due to testing constraints, different measures were used each
year (Pascarella et al., 1998). Reading and critical thinking skills were evaluated in the first and
third years (Pascarella et al., 1998). Math was assessed in the second year and science and
writing in the third year (Pascarella et al., 1998). Again, Pascarella et al. found no cognitive
growth as a result of student employment for first-year students. Pascarella et al. reported a
significant negative influence of on-campus work on science logic skills for second-year
students.
Pascarella et al. (1998) contended that a curvilinear relationship existed between work
and cognitive development for third-year students, a significant outcome of the research. This
curvilinear relationship helped define an optimal range of work hours for maximum cognitive
gains: 11-15 hours per week for on-campus workers and 16-20 hours for off-campus employees
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(Pascarella et al., 1998). Student employees in Carr’s (2005) study conveyed cognitive growth in
all elements of critical thinking processes: identifying problems, solving issues, and resolving
conflicts. Employers in the Molseed, Alsup, and Voyles (2003) study indicated that gains in
problem-solving competencies is one of the top three skills learned in the workplace.
There are six significant consequences of these four studies that warrant discussion. First,
Pascarella et al. (1998) questioned the appropriateness of the CAAP exams to assess cognitive
development. Cognition involves complex thought processes that are not easily measured.
Future researchers should either verify CAAP’s validity to assess cognition or explore other
evaluative techniques that may appropriately depict development. Second, Pascarella et al.
inferred that it might take more than one academic year for students to achieve noticeable growth
in cognition. Perhaps longitudinal studies or research assessing cross-sections of student
populations may reveal how students experience cognitive gains during their college career.
Third, how cognitive development is associated with the student employment experience is
unclear. Understanding how part-time work directly or indirectly contributes to cognition will
have significant implications for student affairs practitioners who design employees’ roles and
responsibilities. Fourth, the curvilinear relationship between job location, number of hours
worked, and cognitive gains needs further investigation. If this relationship is verified in future
studies then student affairs professionals should develop ways to promote and support
appropriate student workloads to achieve maximum cognition gains.
Drawing from the work of Jarvis (1987) and Marsick and Watkins (2001), Carr (2005)
contended that for learning to occur students need to be able to critically reflect, assess, and
construct meaning from their experiences. Carr (2005), Hobbs et al. (2007), and Ketchum-Ciftci
(2004) contended that student employees lack the critical reflection skills needed to realistically
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evaluate (Keeling, 2004) their work experiences. Deficient reflective skills inhibit students’
capacities to connect work experiences to learning. Student affairs professionals should dedicate
time for reflective activities so that students gain proficiencies in workplace learning.
Researchers should incorporate methods for participants to reflect on their work experiences.
Students who have gained a deeper understanding of their experience will provide richer data for
researchers to analyze.
Sixth, Hobbs et al. (2007) revealed students’ apprehension for conveying the negative
consequences of work. Students who do not fully disclose their experiences yield a reduction in
the research. Future researchers need to employ methods of conveying the natural existence of
positive and negative aspects of work so that participants feel more comfortable sharing their full
experience. Finally, more research needs to focus on how the workplace contributes to cognitive
development. More qualitative research may reveal the ways in which employee roles and
responsibilities challenge students to expand their cognition capacities.
Knowledge acquisition, integration, and application. Six research projects focused on the
knowledge outcome within the student work setting. Ketchum-Ciftci’s (2004) study shared
various accounts of how students built on their existing knowledge: used different techniques to
improve listening skills; contemplated before responding to a question; achieved self-sufficiency;
and examined a problem within a broader context. Studies in Germany (Winkler, 2009) and the
United Kingdom (Robotham, 2009) revealed increased student understandings of how
organizations function as a result of their experience. Students in Ketchum-Ciftci’s research
project conveyed a connection between their jobs and classes. Students who worked in
instructional positions applied their knowledge by teaching others (Hobbs et al., 2007). Student
workers in Carr’s (2005) study used their knowledge by applying it to various experiences:
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enforcing policies; responding to customer requests and complaints; delegating work to
subordinates; and supervising others.
Students’ capacity to make career-related decisions is one aspect of the knowledge
outcome. Utilizing three career measurements, Luzzo, McWhirter, and Hutcheson (1997)
evaluated whether first-year students with jobs related to their careers demonstrated higher levels
of career development and increased capabilities to make career-related decisions than their
counterparts. Students working in career-related positions believed they were in control over
their career choices (Luzzo et al., 1997). These students had higher levels of academic
achievement and career development skills (Luzzo et al., 1997). There was no difference in
students’ abilities to make career-related decisions between employees in career-related jobs and
those who were not (Luzzo et al., 1997).
Clearly, more research is needed to investigate how the student employment environment
contributes to or inhibits knowledge acquisition, application of concepts, and career
development. Ketchum-Ciftci (2004) recommended examining how the work experience
contributes to career-related decidedness. Carr (2005) suggested identifying recent graduates
who can share how their student employment experience has prepared them for their careers.
Since no research studies revealed how work experiences impact technological competencies,
this needs to be explored. Further analysis of job responsibilities and tasks from a knowledge
acquisition and integration perspective may assist researchers in identifying essential elements
contributing to this learning outcome. Ketchum-Ciftci recommended that university officials redesign employees’ roles and responsibilities so that positions are more meaningful, challenging,
and developmental. Carr and Ketchum-Ciftci insisted that faculty, staff, and student employee
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officers collaborate to develop student positions that are more strongly linked to students’
careers.
Interpersonal and intrapersonal competence. Nine research projects focused on the
interpersonal and intrapersonal learning outcome within the student work setting. Building
confidence or improving self-esteem are elements of the interpersonal outcome. Students
reported higher levels of confidence (Tam Oi I & Morrison, 2005; Robotham, 2009) and selfesteem (Crook et al., 1984) as a result of their part-time work. A significant finding of Crook et
al.’s (1984) study was that self-esteem directly impacted work achievement and also acted as a
mediator for “mature attitudes,” which then contributed to employee performance (p. 75). The
dualistic role of self-esteem compounds its influence on job success (Crook et al., 1984). As
students gain confidence they become “more comfortable” in their capacities to carry out their
job duties, communicate with others, and address issues (Carr, 2005, p. 164). Research indicates
that self-confidence is an essential element for students to experience development. Exploring
how students gain confidence in the work environment will help practitioners develop ways to
enhance self-esteem.
Student employees in several research studies affirmed that work enhanced their
interpersonal skills (Carr, 2005; Hobbs et al., 2007; Ketchum-Ciftci, 2004; Kulm & Cramer,
2006; Tam Oi I & Morrison, 2005; Robotham, 2009). Carr (2005) identified interpersonal skills
as the capacity to “work with others and be a good…teammate” (p. 163). Cooperation with coworkers, supervisors, subordinates, and clients was also recognized as an essential component of
interpersonal skills (Carr, 2005). Winkler (2009) found that social workplace elements were the
most important aspect of enhancing or inhibiting students’ levels of work satisfaction. Grounded
in a psychosocial perspective, Winkler contended that “different motivations lead to different
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attitudes towards the job and hence to specific interpretations of the work experiences” (p. 136).
Winkler identified four variables that contributed to students’ job satisfaction: (1) when
supervisors conveyed an appreciation for student employees and demonstrated their value
through actions; (2) when all organizational members treated them as being an essential and
critical part of the team; (3) when students were invited to social functions related to work; and
(4) when the work environment was fun, supportive, positive, and good relations were exhibited.
This research illustrates how good employee relationships contribute to positive perceptions of
students’ work experiences. Due to the influential nature of job satisfaction, future researchers
should exercise caution when conducting their analysis. According to Winkler, designers of
future research projects should consider interviewing a wide range of students to capture varied
motivation and interest levels that more accurately represent student employment. More research
studies should focus on how relational aspects of work hinder or promote job satisfaction and
work performance.
The intrapersonal component of this learning outcome encompasses the social and
relational aspects. Previous research found that part-time workers had less opportunity for
socializing (Kulm & Cramer, 2006; Tam Oi I & Morrison, 2005; Robotham, 2009; Winkler,
2009). However, Kulm and Cramer (2006) and Furr and Elling (2000) contended that work
relationships may be fulfilling students’ socialization needs and providing essential on-campus
interactions necessary for academic success. Affirming this argument, Lundberg (2004)
explained that the reason student employees do not experience diminished learning is because
they are replacing involvement in activities with students, faculty, and staff in the work setting.
Due to Furr and Elling’s small sample size, further exploration of how on-campus employment
develops essential peer and mentor relationships is warranted.
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One study revealed that part-time employees spent less time with their families (Tam Oi I
& Morrison 2005). Conversely, Kulm and Cramer (2006) found no reduction in family time
among workers. Although work time may impact time spent with family, other factors may be
affecting family relationships. Tinto’s (1993) “theory of individual departure” discussed the need
for students to separate themselves from the past, to some degree, in order to begin to assume
college customs and behaviors (p. 95). Tinto contended that this process most commonly means
time away from families. Students may perceive work as one of the factors diminishing family
time, but other elements of the college experience may be impacting student and family
interactions. Researchers should use caution when examining these relationships and consider
other interplaying variables. These topics relating to interpersonal and intrapersonal competence
are absent in the research and need to be addressed: (1) investigate how goal-setting in the
workplace contributes to students’ development; (2) examine work collaboration activities and
explore their impact on student learning; and (3) analyze how the work environment promotes
development of new understandings or appreciation for differences in people.
Practical competence. Eleven research projects focused on the practical competence
outcome within the student work setting. Student employees acknowledged improvement in
communication skills as a result of their employment (Carr 2005; Robotham, 2009). KetchumCiftci (2004) contended that poor supervisory communication skills inhibited employees’
learning. For instance, students who experienced employers’ ineffectiveness in addressing
employee issues revealed dissatisfaction with the work environment (Ketchum-Ciftci, 2004). The
irresolution of problems due to ineffective communication may impact the student on two levels.
First, persistence of problems in the workplace may cause students to disengage in the
workplace. Second, inadequate communication skills by supervisors do not provide positive and
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impactful role modeling of how to appropriately work through issues utilizing good
communication skills. Since very little research has focused on communication in the workplace,
it would be beneficial to gain a deeper understanding of how communication promotes or hinders
learning.
Another important aspect of these studies revealed that students viewed conflict in the
workplace as a negative aspect of the job rather than perceiving these circumstances as
opportunities for growth (Hobbs et al., 2007; Tam Oi I & Morrison, 2005). The attitudes that
supervisors have regarding work conflict, their abilities to resolve issues, and their capabilities to
teach others how to work thorough demanding circumstances may all play a role in student
employee perceptions and their skill development in this area. Future research should focus on
workplace conflicts and how supervisors, co-workers, and subordinates promote or hinder
positive attitudes and skill development related to conflict resolution. A more in-depth
understanding of this phenomenon may increase student affairs awareness of the need to develop
professional and student skills in this area.
Carr (2005), Hobbs et al. (2007), Tam Oi I and Morrison (2005), and Robotham (2009)
reported that students improved their time management skills as a result of their work
experience. Student employees in Carr’s study revealed that time management was an essential
skill needed to balance the demands of school, work, and other interests. Also, student workers
indicated that their work experiences helped them enhance their time management skills by
facilitating projects and meeting deadlines (Carr, 2005). They viewed learning how to prioritize
as an essential component of increasing time management skills (Carr, 2005). More research is
needed to determine how the workplace environment contributes to or inhibits the development
of these skills.
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Students learned how to manage money as a result of their work experiences (Hobbs et
al., 2007; Tam Oi I & Morrison, 2005). In some cases, students reported increased capacities to
handle finances (Hobbs et al., 2007; Tam Oi I & Morrison, 2005) and others indicated that they
learned the “value of money” (p. 130). There is a growing concern among student affairs
practitioners of students’ financial management skill levels. Perhaps the workplace can serve as
an educational medium for teaching students the significance of money and how to manage
finances. More investigations focusing on the ways in which students learn how to manage their
finances in the workplace may reveal strategies that other student affairs professionals can use to
enhance learning within the student employment environment.
Gaining professional competencies is viewed as a critical learning outcome prior to
students’ graduation (Keeling, 2004). The Carr (2005), Ketchum-Ciftci (2004), and Tam Oi I and
Morrison (2005) studies reported that students believed that the student work environment
provided valuable work experience that afforded them future career opportunities. More
specifically, students in Carr’s study revealed that their respective positions provided them a
venue “to career test, gain valuable content skills, and mak[e] connections with professionals
either directly in their field or for future letters of reference” (p. 165). Some students do not
desire jobs that challenge them, however; rather, they view work as time away from the stress of
academics (Winkler, 2009). Winkler’s (2009) study raises a significant question as to whether
student affairs professionals should push students to learn something in the workplace.
Researchers should examine why some students do not want to learn in the workplace. Also,
more investigation is needed to better understand why some students do not believe part-time
work can contribute to their overall learning and career development. Many authors have called
for more collaboration between student affairs personnel and faculty to develop co-curricular
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programs that link students’ major field of study to their work experience, and yet little has been
accomplished in this area (Carr, 2005; Keeling, 2004, 2006).
Keeling (2004) contended that students should learn how to “maintain health and
wellness” despite the demanding college environment (p. 19). The concern for students to
balance academics and work is evident in the literature (Carr, 2005; Hobbs et al., 2007; Tam Oi I
& Morrison, 2005; Robotham, 2009). Many studies have focused on whether the number of
work hours (Ehrenberg & Sherman, 1987; Hood et al., 1992; Kulm & Cramer, 2006; Pascarella
& Terenzini, 2005) or work location (Kulm & Cramer; Lundberg, 2004; Pascarella et al., 1994)
hinders or promotes academic success. A few research projects have identified that student
employment can lead to sleep deprivation (Tam Oi I & Morrison, 2005); drain students’ energy
(Hobbs et al., 2007); or diminish focusing capacities (Robotham, 2009). Certainly these negative
consequences can influence academic success. Further studies need to examine how work and
other variables of college student life are impacting these negative outcomes.
Robotham’s (2009) study, in particular, revealed varying degrees of students’ capabilities
to deal with stress while working. Student employees in Robotham’s study reported three
different viewpoints: (1) 43% of respondents reported minimum increases in stress; 39%
indicated reduced abilities to handle stress; and 33% stated that balancing work and academics
increased their abilities to manage stress. It is not clear how some student employees increased
their capabilities of handling stress and others did not. Certainly, more in-depth research
focusing on how some students are able to enhance their abilities to cope with stress even while
working may create greater understanding of the differences among students.
Humanitarianism. As part of Ketchum-Ciftci’s (2004) study, the investigator conducted a
senior survey that incorporated students’ perceptions regarding student employment and its
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impact on 20 learning outcomes. Ketchum-Ciftci identified “Kuh’s (1993) typology of student
learning and personal growth (Humanitarianism, Interpersonal and Intrapersonal Competence,
and Practical Competence)” and compared these classifications to survey outcomes (p. 185). In
all cases, when students indicated “moderate to high learning” these three learning outcomes
were reported in this order: (1) interpersonal and intrapersonal competence; (2) practical
competence; and (3) humanitarianism (Ketchum-Ciftci, 2004). Also, students rated
humanitarianism high only when all three outcomes were experienced by the student (KetchumCiftci, 2004). Paralleling Maslow’s Hierarchy of Needs (1998), Ketchum-Ciftci developed a
conceptual model to illustrate the developmental process of moving from interpersonal and
intrapersonal, to practical, to humanitarianism competencies. The notion that learning is process
and developmental oriented is a significant outcome of this study and needs further investigation.
Future researchers should verify the conceptual model’s viability within different student work
settings at various institutions.
Conceptions of Learning in the College Student Work Setting
Seven salient concepts of learning have been identified in the college student
employment research that warrant further investigation. First, learning occurs in the workplace
by carrying out job responsibilities and tasks (Carr, 2005). Second, workplace learning happens
through dialogue (Carr, 2005). Lundberg (2004) affirmed that relationships play an integral role
in the learning process. These factors emphasize that knowledge is socially constructed. Third,
Carr (2005) contended that continual self-assessment is an important part of the educational
process. Fourth, although much of the research focuses on outcomes, Carr argued that it is
important to acknowledge and understand the process and developmental aspects of learning.
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Fifth, student, employer, and parent perceptions influence student employee learning in the
workplace (Greenbank et al., 2009; Hobbs et al., 2007; Winkler, 2009). Sixth, learner readiness
and acknowledging the value of the part-time work experience are important aspects of student
employees’ desire, intention, and effort to learn in the workplace (Cheng & Alcantara, 2004).
Student employee learner readiness often occurs through the process of discovery during the
part-time work experience (Cheng & Alcantara, 2004). Seventh, students’ self-confidence is an
essential ingredient of learning and development (Carr, 2005; Crook et al., 1984).
College Student Employment Research Summary
Institutions of higher education continue to struggle with the effect of an increasing
student employment population. With the demands placed on colleges and universities to
demonstrate learning outcomes, researchers could assist institutions in examining ways that the
student employment environment can be linked to career development and learning. One benefit
of continued research is to assess how the span of time plays a role in the relationship between
work and school (Heffez, 1979). Measuring learning and cognitive growth is a complex process
involving a plethora of intervening variables.
More in-depth qualitative studies are needed to help practitioners “understand the
[learning] experiences” of students in a work setting (Merriam & Simpson, 2000, p. 97). Study
designers need to revise methods to include student reflective processes over a period of time so
that participants can better identify and describe learning (Carr, 2005; Hobbs et al., 2007;
Ketchum-Ciftci, 2004). Methods of creating a more open dialogue so students feel comfortable
sharing both negative and positive aspects are an important part of gaining more rich and
comprehensive data (Hobbs et al., 2007).
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More studies need to investigate the individual aspects related to the college student
employment experience. For instance, an in-depth study that focuses on how workplace
challenges contribute to students’ cognitive capacities is needed. More studies need to explore
how the part-time work experience contributes to students’ career development (Carr, 2005;
Ketchum-Ciftci, 2004). Also, more research is needed to understand what roles confidence and
self-esteem play in students’ capacity to learn in the workplace. Additionally, designers of future
studies need to examine how goal-setting in the workplace contributes to learning in this setting.
More research is needed to understand how organizational structures, social structures,
and environmental factors (Carr, 2005; Ketchum-Ciftci, 2004) promote or hinder student
learning in the workplace (Winkler, 2009). Winkler (2009) calls for examining a wide range of
student employees with varying motivations and interest levels to capture a clearer picture of this
group. Also, a more in-depth analysis of how collaboration activities in the workplace enhance
students’ overall development is needed. Additionally, exploring how the student employment
experience plays a role in students’ appreciation for differences in people needs to be
investigated.
Also, studies need to examine differences between gender, ethnicity, age, and other
characteristics so that university administrators can begin to understand how these variances
impact student learning in the workplace. Researchers need to develop theoretical frameworks
that incorporate adult learning, conceptions of learning, workplace learning, and student
development to examine these constructs from various perspectives. A more aggressive and
comprehensive research agenda will help institutions’ officials formulate strategies for
organizing the workplace so that learning happens in a purposeful and meaningful way.
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Workplace Learning
Analyzing workplace learning research within the Human Resource Development (HRD)
field of study offers new insights into the multi-dimensional nature of learning through
participation in employment activities. Recognized as an emerging field of study (Smith, 2003),
a proliferation of investigations into workplace learning have accelerated in the past twenty years
(Sawchuk, 2010). Increased interest in this area can partially be attributed to the recognition that
employees’ competencies enable organizations to compete in their respective industries, both
locally and globally (Smith, 2003). Workplace learning tenets provide a framework for
examining college student employee learning experiences. There are four underlying
assumptions associated with workplace learning research: (1) the job site is the most logical
place for employees to develop knowledge; (2) employee experiences play an integral role in
learning in the workplace; (3) participation in work provides opportunities for employees to
contextualize knowledge, develop skills and gain new understandings of “the world of work”;
and (4) employees’ continual skill development will occur through their engagement in work
activities over their lifetime (Billett, 2002, p. 28).
To provide an understanding of how workplace learning investigations have evolved, I
will provide an historical perspective. I will examine various aspects of learning through
employment: employee characteristics, co-worker influences, and organizational effects. I will
analyze research studies exploring the differences between workplace learning among part-time
and permanent employees. I will formulate workplace learning concepts through the synthesis of
the research, and will identify gaps in previous studies.
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Historical Evolution of Workplace Learning
The importance of workplace learning can be traced back to the 18th century, although it
was not until the 19th century that this research area was explored (Sawchuk, 2010). One of the
original investigators, Frederick Taylor, examined how the work environment influenced
productivity and efficiency (Sawchuk, 2010). The concept of human capital theory, largely
attributed to Becker (Sawchuk, 2010; Swanson & Holton, 2009), recognized that employees
contribute to organizational success and placed significant value on furthering employee
proficiency through education and training (Fenwick, 2008; Swanson & Holton, 2009).
Consequently, the idea that employee expertise gave corporations the competitive advantage was
widely acknowledged (Bratton, Mills, Pyrch, & Sawchuk, 2004).
At the employee level, investigations found differences in learning as it related to
workers’ orientation to learning (Wolf, 1997), gender, and educational levels (Westbrook &
Veal, 2001). Nonaka (1991) and Nonaka and Takeuchi’s (1995) studies differentiated between
explicit and implicit ways that knowledge is constructed in the workplace. Self-directed learning
(Smith, 1982), experiential learning (Kolb, 1984), reflective learning (Daudelin, 1996), and
informal learning (Eraut, 2007; Marsick & Watkins, 2001) have been identified as ways that
workers learn while on the job. Research found that aspects of the work environment such as
organizational norms, values, attitudes, symbols, and physical characteristics influence
individual and organizational learning effectiveness (Bierema, 2002; Bolman & Deal, 2003;
Choo, 2006; Clarke, 2005; Ellinger, 2005a, 2005b). Sociocultural studies signified that
employees construct knowledge through their interactions with people and their environment
(Billett, 2000; Fenwick, 2008). Research explicated how organizations create systems to manage
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knowledge and learning in the workplace (Argyris & Schön, 1996; Choo, 2006), giving rise to
concepts such as communities of practices, learning organizations (Fenwick, 2008), and work
communities (de Laat, Akkerman, & Puonti, 2006). First, studies investigating workplace
learning at the employee level will be described and analyzed.
Employee Characteristics of Learning
I will examine the following three research components focusing at the individual
employee level: (1) an employee’s capacity to learn, (2) learning strategies, and (3)
differentiating between novice and veteran employees.
Employee capacities to learn. Researchers contended that when employees possess skills
(Clarke, 2005; Ellinger, 2005a, 2005b), exhibit learning behaviors (Clarke (2005); Ellinger
(2005a, 2005b), and have confidence in their learning (Wolf, 1997), they increase their capacities
to learn in the workplace. Reflection (Daudelin, 1996) and realistic self-appraisal (Collin, 2002;
van Woerkom, 2006) are also integral to the learning process. Additionally, employees’
emotional competency (Ellinger, 2005b) and attitudes (Westbrook & Veal, 2001) affect their
ability to optimize learning. I will explore research focused on employees’ capacities to learn.
Employee behaviors. Investigators identified several behaviors associated with the
employee’s capacity to learn while on the job. Staff members who were active participants in
their learning (Clarke, 2005; Ellinger, 2005a, 2005b); able to interact with their environment
(Billett, 2000; Ellinger, 2005a, 2005b; Eraut, 2007); and capable of being self-directed (Clarke,
2005; Ellinger, 2005a, 2005b) were found to have the ability to learn in the workplace. Also,
workers who acknowledged a need for change (Ellinger, 2005b), sought learning opportunities
(Eraut, 2007; Fox et al., 2010), exerted a certain amount of effort in the learning (Billett, 2000),
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and initiated and executed skills (Collin, 2000; Ellinger, 2005b) were capable of actively
engaging in the learning process. Billett (2000, Ellinger (2005b), and Eraut (2007) contended
that a critical part of a worker’s capacity to learn involves the employee’s ability to interact with
and relate to others. Workers must be able to provide input (Eraut, 2007), seek opinions
(Ellinger, 2005b; Eraut, 2007), and be open to constructive criticism (Billett, 2000; Ellinger,
2005b; Eraut, 2007).
Using resources. Also, an employee’s capacity to learn is linked to the worker’s ability to
identify, seek, and use resources (Collin, 2002; Ellinger, 2005b) to their fullest capacity
(Ellinger, 2005a) so that it optimizes learning. For instance, workers reported positive learning
outcomes when they were also able to identify and use technology, documents, and publications
to assist in their learning process (Ellinger, 2005b). In addition, learners reported that the
acquisition of funds helped to support their educational pursuits (Ellinger, 2005b). Employees
affirmed that their learning was enhanced when they used experts or consultants to assist them in
their development (Collin; Fox et al., 2010). Wolf (1997) found that the use of consultants in the
workplace was not contingent on organizational boundaries. Instead, employees sought experts
within, close to, and beyond work teams (Wolf, 1997). Finally, Smith (2004) argued that
employees need to develop learning habits to consistently sustain learning within the workplace.
Employee proficiencies. Clarke (2005) and Ellinger (2005a, 2005b) contended that staffs’
proficiencies and competencies positively influence employees’ capacity to learn. Conversely,
when employees lacked or had inferior skills, knowledge, or abilities it impeded their learning
(Clarke, 2005; Ellinger, 2005a, 2005b). Ellinger’s (2005b) study revealed that emotional
competency also affected employee learning. Ellinger (2005b) found that when staff members
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could not handle the emotional challenges presented in the workplace, their learning was
inhibited.
Identification of learning needs. Also, workers who were able to determine the
knowledge and skills needed for the circumstance (Collin, 2002) and apply them to the learning
situation (Clarke, 2005) demonstrated learned outcomes. Doornbos and Krak (2006) added that
when employees used their skills it assisted them in learning new skills, acquiring knowledge, or
developing new understandings. Additionally, a key part of learning involves the employees’
capabilities to acknowledge and appreciate diverse perspectives in the workplace (Collin, 2002).
Accurate self-appraisal. Realistic self-appraisal is a key component of the worker’s
abilities to learn (Collin, 2002; van Woerkom, 2006). The capacity to evaluate oneself is related
to four factors: (1) assessment of the worker’s competencies compared to previous experiences
(Wolf, 1997); (2) appraisal of current job responsibilities (van Woerkom, 2006); (3) analysis of
self in comparison to others (Wolf); and identification of one’s gap in competencies related to
the task, problem, or challenge. Reflection is a key skill needed in the evaluative process
(Daudelin, 1996) which is determined by the employee’s capacity to assess the current situation
(Daudelin, 1996) and identify needs and desires (Fox et al., 2010). Self-appraisal includes the
staff’s abilities to learn from their experiences (Collin, 2002) and their mistakes (Clarke, 2005;
Collin, 2002; Daudelin, 1996; Eraut, 2007). When employees realize mistakes during the
learning process, emotions are often connected to the learning situation (Collin, 2002). Collin
(2002) argued that these emotions become emotionally charged memories that serve as the
impetus to create change so that the same mistake does not happen again. In Collin’s study,
engineers’ strong emotional recall of their mistakes became effective learning tools for engineers
to devise alternate strategies to prevent errors from reoccurring. To support this concept,
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Daudelin (1996) argued that employees learn “as much from the negative” learning events as
they do from the positive ones (p. 45).
Challenges. The number of challenges employees experience in the workplace influences
their capacity to problem solve (Wolf, 1997). In addition, Collin’s (2002) study found that when
employees took on new responsibilities they reported growth and development. Building upon
learning experiences is another critical part of staff’s development (Collin, 2002). Investigators
identified three distinctive phases inherent in the learning process: (1) the capacity of the learner
to locate previous knowledge to the current learning situation (Collin, 2002; Fox et al., 2010;
Williams, 2003); (2) the ability to process learning in the present (Collin, 2002; Williams, 2003);
and the capability to evaluate, experiment, and explore new learning opportunities (Collin, 2002;
Williams, 2003).
Self-confidence. Self-efficacy (Eraut, 2007; van Woerkom, 2006) and self-confidence
(Eraut, 2007; Wolf, 1997) play a critical role in an employee’s ability to learn. Learners who
believe in their capacity to carry out their job responsibilities are defined as possessing selfefficacy (Bandura, 1995). Self-confidence is related to a staff member’s perception of his or her
expertise in relation to work (Wolf, 1997). Researchers found that self-confidence is associated
with the capacity of the learner to accomplish difficult tasks (Eraut, 2007) and problem-solve
(Wolf, 1997). Arguing that self-efficacy and self-confidence are interrelated, van Woerkom
(2006) and Eraut (2007) contended that when employees believe in their capabilities to
accomplish tasks it reinforces their confidence to perform. Van Woerkom explains that selfconfidence and self-efficacy function as a catalyst for learning only when workers accurately
assess their competencies. Also, researchers found that when employees exhibited self-
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confidence they were more apt to seek out new learning opportunities (Eraut, 2007; van
Woerkom, 2006).
Summary. Although workplace learning research has become more prominent in recent
years, there is still a need to explore the “nature of learning” from employees’ perspectives
(Collin, 2002, p. 147). Collin cautions researchers to not only acknowledge the more common
conceptions of learning such as “learning through everyday problem solving,” but summons
future investigations to examine infrequent learning incidents, as “they may prove to be relevant
dimensions of the learning phenomenon” (p. 148). Ellinger (2005a) utilized a Critical Incident
Technique (CIT) to systematically collect and evaluate data obtained from observations or
recalling observations from memories. This type of methodological approach may aid
researchers in further identifying conditions or elements of learning situations.
Investigations revealed that employee engagement is critical in the learning process
(Billett, 2000; Clarke, 2005; Ellinger, 2005a, 2005b). Consequently, researchers identified that
employee behaviors (Clarke, 2005; Ellinger, 2005a, 2005b) and competencies (Clarke, 2005;
Collin, 2002) influence the worker’s capacity to learn. Collin (2002) and van Woerkom (2006)
found that a staff member’s ability to realistically evaluate one’s behaviors and skills is
important to the learning process. Organizations seem to emphasize accomplishing tasks rather
than reflecting on work incidents so that employees can learn from them (Daudelin, 1996).
Daudelin (1996) argued for a more in-depth analysis of the underlying processes of selfreflection and how these procedures enhance learning in the workplace. Further investigations
should integrate guided self-reflection practices as a methodology to gain new insights on how
self-appraisal plays a role in staff learning and development.
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The capacity for a learner to be self-directed is an important part of an employee’s ability
to actively participate in learning opportunities (Clarke, 2005; Ellinger, 2005a, 2005b). A closer
examination of how the three dimensions of Garrison’s (1997) self-directed model—“selfmanagement,…self-monitoring,…and motivation” (p. 18)—play a role in the self-directed
component of the learning process may provide a more comprehensive analysis of the cognitive,
sociological, and pedagogical elements of learning. Also, investigating the workplace
educational process through an evaluation of the Learning-How-to-Learn literature may provide
new insights into how employees become more proficient learners (Smith, 1982). In addition,
Smith (2004) contended that staff members need to develop learning habits to fully experience
continual learning and development. Analyzing employees’ learning habits may offer new
insights into how learners’ behaviors contribute to the educational process.
Van Woerkom (2006) and Eraut (2007) asserted that there is a relationship between selfefficacy and self-confidence. Clearly, more research is needed to examine how self-confidence
and self-efficacy influence one another and how these elements serve as mechanisms for learners
to seek new learning opportunities. Also, there has been very little research investigating the
various phases of the learning process. Collin (2002), Fox et al. (2010), and Williams (2003)
examined how the past, present, and future play a role in the learning process. Future researchers
should explore how learners use these periods during the learning process.
Employee learning strategies. Although employee behaviors and competencies play an
integral role in the worker’s capacity to learn, learning methods applied in the workplace also
influence staffs’ growth and development. I identified six distinctive strategies in the workplace
learning research: (1) providing challenges appropriate for the individual’s current abilities
(Eraut, 2007); (2) involving employees in decision making (van Woerkom, 2006); (3)
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incorporating opportunities for workers to engage in problem-solving activities (Collin, 2002;
Ellinger; 2005b; Eraut, 2007); (4) participation in critical reflection activities (Clarke, 2005;
Daudelin, 1996, Ellinger, 2005b); (5) offering multiple and diverse resources (Clarke; Ellinger,
2005b; Eraut, 2007); and (6) making available mentors or guides who can assist in the learning
process (Collin, 2002; Eraut, 2007; Fox et al., 2010). Eraut (2007) identified two key elements
that influenced learning: (1) the rate of occurrence and (2) the “quality of their use” (p. 415). An
in-depth analysis of research studies that investigated these six learning strategies and their
influence on employees’ learning will be explored.
Assuming responsibilities. Clarke (2005), Collin (2002), Ellinger (2005a, 2005b), and
Eraut (2007) identified the need for staff members to assume new responsibilities or challenges
to expose employees to new learning opportunities. Researchers reported that workers who
assumed new tasks (Clarke, 2005; Collin, 2002; Ellinger 2005a, 2005b) or challenges (Clarke,
2005; Eraut, 2007) indicated that they gained skills, knowledge, or competencies as a result of
their new learning experiences. Eraut found that the new challenge or task should extend the
employee beyond his or her current capabilities. However, Eraut contended that the worker
should not be over-challenged. In other words, the employee should feel challenged, but the staff
member must possess enough knowledge and skills to be able to accomplish the new task (Eraut,
2007). It is important to note that when employees accomplish new challenges, this achievement
tends to build the staffs’ confidence, which serves as a catalyst for employees to actively seek
additional learning opportunities (Eraut, 2007).
Cognitive learning strategies. Researchers identified six cognitive-related practices that
enhance the learning process: (1) reading (Clarke, 2005; Ellinger 2005b), (2) studying (Clarke,
2005), (3) reviewing artifacts (Eraut, 2007), (4) listening and watching, (5) problem-solving
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(Collin, 2002; Ellinger, 2005b; Eraut, 2007); and (6) critical reflection (Clarke, 2005; Daudelin,
1996; Ellinger, 2005b; Eraut, 2007). Clarke (2005) found that workers who read and studied
documents related specifically to the new challenge were able to acquire “procedural knowledge
[needed for] problem-solving and managing change” (p. 198). Eraut’s (2007) study identified the
use of artifacts as a means for engineers and nurses to gain procedural knowledge and share
information. Through observations, Eraut identified that an engineer used “virtual designs” that
allowed for simultaneous viewing of the drawing while coworkers, contractors, and customers
conversed during a conference call (p. 416). Additionally, nurses in Eraut’s study used patient
charts to record “temperature, fluid intake and output, drug administration, and biochemical
data” (p. 416). Nurses included time-related tasks that needed addressing in the future which
often were itemized and prioritized for the nurse who would assume the next shift (Eraut, 2007).
Mediating patient records provided nurses a method for recording patient data, identifying future
needs, analyzing patient progress, and conveying immediate tasks to the nurse coming on duty
(Eraut, 2007). Eraut found that “listening and observing” episodes were an important part of the
learning experience (p. 415). A key finding of Eraut’s study was that the capacity of the
employee to perceive the significance of the workers’ conversations and actions influenced the
ability of the staff member to learn.
Problem-solving activities. Collin (2002), Ellinger (2005b), and Eraut (2007) affirmed
that employee participation in problem-solving activities was a critical part of learning and
development. I identified eight skills in the research as important components of problemsolving proficiency: (1) gathering information (Eraut, 2007); (2) posing questions (Eraut, 2007);
(3) discovery and innovation (Collin, 2002); (4) application of theory to practice (Collin, 2002);
(5) experimentation (Collin, 2002; Ellinger, 2005b; Eraut, 2007); (6) continual searching (Collin,
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2002); (7) revelations from the subconscious (Collin, 2002); and (8) the generation of new ideas
or solutions (Collin, 2002).
Posing questions. Eraut (2007) indicated that an employee’s proficiency to pose questions
and seek information is comprised of three elements: (1) an environment that encourages
questioning; (2) a supportive and trusting relationship with the person being asked the question;
and (3) an employee’s prior knowledge. Engineers and accountants in Eraut’s study were
expected to ask questions and seek information in their quest for learning. Conversely, nurses
were not encouraged to ask questions and feared that their reputation would be damaged if they
posed a “bad question” (Eraut, 2007, p. 415). Consequently, engineers and accountants asked
many more questions when compared to nurses in Eraut’s study. Only when nurses felt that they
had a “good trusting relationship” with the person did they feel comfortable enough to pose
questions (Eraut, 2007). The process of discerning a good question involves the capacity for the
worker to identify gaps in previous knowledge that is needed to understand the current learning
situation (Eraut, 2007). In addition, Eraut contended that staff members need social skills to
assess the situation and determine when it is appropriate to ask questions, how to pose questions,
or when it is important to “stop asking them” (p. 415).
New initiatives. Collin (2002) found that the ability of the employee to be innovative and
discover new ways of thinking about the issue was a critical part of the problem-solving process.
It involves the creation of something that currently does not exist in its holistic form (Collin,
2002). Rather it is the employee’s capacity to visualize a new product or process within the
context of a diverse array of products or processes that may potentially contribute to new
outcomes (Collin, 2002). An employee’s capacity to apply theories or knowledge to the current

63
learning situation is useful in problem solving (Collin. 2002). In Collin’s study, engineers
applied what they learned in college to their current work tasks.
Experimentation. Collin (2002) identified experimentation as an important part of the
learning process. Collin found two elements critical for experimentation activities: (1) courage to
take risks, and (2) assuming ownership of failures or mistakes. Engineers in Collin’s study
realized that trial and error was a significant part of the learning process. In other words,
experimentation was viewed by the engineers as an “opportunity to learn” (Collin, 2002, p. 145).
The understanding that making mistakes is part of the learning process seems to be an essential
element related to an employee’s capacity to experiment in the workplace.
Continually searching. Continual searching for new information was another key activity
used by engineers to problem-solve (Collin, 2002). There are three noteworthy elements
involved in “learning through finding out” (Collin, 2002, p. 144). First, engineers indicated that
they had to be sufficiently motivated to conduct a search for new information (Collin, 2002).
Second, engineers needed to feel that their work was rewarding, typically as a result of their
successes, which gave them the energy to pursue the search (Collin, 2002). Third, engineers
recognized that searching for information was much more time-consuming than the activities
involving innovation and discovery (Collin, 2002).
Revelations. Engineers in Collin’s (2002) study acknowledged that often ideas or
solutions to problems would present themselves when they were away from work. Engineers
indicated that these revelations often arose from the subconscious either late at night or “early in
the morning” during non-working hours (Collin, 2002, p. 144). Through these subconscious
awakenings, engineers discovered a completely different way of doing something or became
aware of an error (Collin, 2002). Engineers contended that these solutions needed to be written
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down quickly, alluding to the concept that the idea may be lost as quickly as it entered their
conscious mind (Collin, 2002).
Generating new ideas. The generation of new ideas or solutions was found to be an
important part of the problem-solving process (Collin, 2002). It involves the creation of
something from nothing currently in existence (Collin, 2992). An engineer in Collin’s (2002)
study indicated that believing in oneself to create ideas was a key component of being creative.
Additionally, engineers contended that understanding how to build a product was linked to one’s
capacity to formulate solutions (Collin, 2002).
Critical reflection activities. Primarily a cognitive activity, reflection activities provide a
means for individuals to take in information and experiences, connect the situation to previous
and related events, and sift through preconceptions to create meaning to the learning situation
(Daudelin, 1996). Clarke (2005) added that reflection results in an altered “mental schema” (p.
191). When learning occurs, the person views the world and approaches their environment in a
different way (Daudelin, 1996). Daudelin (1996) contended that there are four steps to the
reflection process: (1) expression of the problem; (2) evaluation of the issue; (3) development of
a potential solution and analyzing whether it accurately targets the problem; and (4) taking action
or deciding that no action is necessary.
Using factor analysis, van Woerkom (2006) extended workplace learning research by
analyzing employees’ activities in relation to critical reflection. Van Woerkom defined “critically
reflective working behavior” as the identification of individual events that are grouped by
association and then examined for the purpose of creating innovative or more effective processes
or practices (p. 289). Through simultaneous examination of the research literature and case
studies, van Woerkom identified eight dimensions of critical reflection focused on the work
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environment: (1) consideration of self in perspective of the position; (2) learning from one’s
mistakes; (3) conveying a vision; (4) disputing “group-think” (p. 304); (5) seeking feedback; (6)
experimentation or exploration; (7) sharing information; and (8) consciousness of one’s
“employability” (p. 293).
Van Woerkom (2006) contended that the first step in critical reflection involves the
individual cognitive process of questioning how things currently are and inquiring whether
things can be done differently, more effectively. Subsequent to the questioning phase, employees
in van Woerkom’s study began to discern deficiencies, errors, issues, or gaps in processes. It is
important to note (van Woerkom, 2006) that during the “learning from mistakes” step, workers
not only acknowledged a problem, but viewed issues as an opportunity to improve the work
situation. In the next stage, staff members conveyed their own vision based on the outcome of
their reflection (van Woerkom, 2006). Employees in van Woerkom’s research contended that it
is important to make suggestions and discuss them with colleagues. One of the key elements of
critical reflection involved workers opposing “group-think” by challenging corporate concepts
(van Woerkom, 2006, p. 304). It is important to note that some employees in the van Woerkom
study viewed those who disputed group thought as “trouble-maker[s]” and did not always openly
welcome their arguments (p. 291).
Inviting others to provide feedback and offer suggestions was the next component of the
critical reflection process (van Woerkom, 2006). Participants in van Woerkom’s (2006) research
signified the importance of the social dimension of critical reflection as an “important source of
information” (p. 291). Exploring or envisioning alternatives was another distinctive element of
critical reflection, which is comprised of two components: (1) testing assumptions and (2)
“putting ideas into practice” (van Woerkom, 2006, p. 292). Employees in van Woerkom’s study
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recognized the importance of staff members sharing their knowledge and ideas and at the same
time letting go of the competitiveness grounded in individual performance and recognition.
Finally, an outcome of critical reflection in the workplace involves employees’ understanding of
their motivations as it relates to their job responsibilities and whether there is real value in their
positions (van Woerkom, 2006). It is through this reflective process that staff members
determine whether they want to continue to engage in their current work environment or move
on to something else (van Woerkom, 2006).
Through factor analysis, van Woerkom (2006) determined that “critically reflecting
working behavior seems to be a construct consisting of six dimensions, namely reflection on
oneself in relation to the job, critical vision sharing, challenging group-think, asking for
feedback, experimentation, and awareness of employability” (p. 304). Following a factor
analysis van Woerkom determined that reflection of self (related to the job), learning from one’s
mistakes, and “argumentation” (p. 299) are associated with the other dimensions. Van Woerkom
concluded that participation and self-efficacy were predictors of the critical reflection construct.
Participation in work plays an integral role in experimentation and self-efficacy (van Woerkom,
2006). Self-efficacy was found to influence all six dimensions of critical reflection (van
Woerkom, 2006). Van Woerkom explained that all dimensions of the critical reflection construct
involve a certain degree of “risk taking behavior” (p. 304). For instance, employees “have to
have courage to withstand social pressure and be critical, to take a vulnerable position and ask
for feedback, to take a close look at one’s performance and one’s future career, to experiment
instead of walk the beaten track” (van Woerkom, 2006, pp. 304-305).
Using diverse resources. Learning is enhanced by the availability and diversity of
resources provided to the employee (Ellinger, 2005b; Eraut, 2007). Researchers identified

67
various resources that enabled workers to gain new knowledge or skills: computers (Ellinger,
2005b), software, (Ellinger, 2005b; Eraut, 2007), computer help sections (Ellinger, 2005b), the
Internet (Ellingerm 2005b; Eraut, 2007), telephone, (Ellinger, 2005b; Eraut, 2007), books
(Ellinger, 2005b), files (Eraut, 2007), specifications (Eraut, 2007), drawings (Eraut, 2007), notes
shared with next the shift worker (Eraut), and funds to support learning (Ellinger, 2005b).
Ellinger (2005b) contended that by providing access to resources it allows the learner to use
different methods to achieve the learning process. Ellinger added that the kinds of resources
available influence the types of learning methods that are chosen by the employee. In other
words, if software considered to be useful for the worker is not available, then the learner would
select another method that may affect the learning outcome (Ellinger, 2005b). Conversely,
Ellinger found that access to technology can hinder learning because it can reduce the amount of
communication and informal learning that may occur through personal interactions.
Using artifacts. Eraut (2007) indicated that artifacts are used to organize work and convey
information with others. Both nurses and engineers used measurements, drawings, and pictures
to illustrate their own work and to share information with others. To take this a step further,
nurses not only needed to learn how to take and record patient information, they needed to
understand the underlying significance of this protocol, which was an important part of the
learning process (Eraut, 2007). Eraut found that software for accountants, engineers, and nurses
created opportunities for higher levels of learning because they contained a significant amount of
knowledge which would allow for workers to learn even though they may not have acquired all
the knowledge to be proficient in their profession.
Learning through engagement. Collin (2002) and Eraut (2007) found that engagement
with others was one of the most common ways that workers depicted learning and contended that
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learning is not an isolated activity. Investigations identified five socially related learning
methods: working alongside a colleague (Eraut, 2007); engagement in a group activity (Eraut,
2007); identifying experts (Collin (2002); Fox et al., 2010); seeking advice from coworkers
(Collin, 2002; Eraut, 2007; Fox et al., 2010); and consulting with others (Ellinger, 2005b; Eraut,
2007). Seeking advice was not seen as a location-specific activity (Ellinger, 2005b; Eraut, 2007).
Instead, staff members found advice within the team, the organization, or externally (Ellinger,
2005b; Fox et al., 2010).
Researchers identified ways that employees learned from others: reviewing others’ work
(Ellinger, 2005b); observations (Clarke, 2005; Collin, 2002); modeling (Collin, 2002); group
discussions (Collin, 2002); learning from colleagues’ experiences (Collin, 2002); and
involvement in team processes (Eraut, 2007). Ellinger (2005b) and Eraut (2007) argued that a
work climate that provides access for employees to work together and encourages staff to pose
questions or seek advice from others enhances the learning process. Eraut confirms that support
and feedback are essential for “learning, retention, and commitment” (p. 420). Eraut added that
the existence of “good working relationships is a fundamental premise of effective feedback
(Eraut, 2007, p. 420). Extending beyond a supportive environment, employees need to feel like
they are valued in three ways: (1) as contributing team members; (2) for their own “professional
identity”; and (3) for the uniqueness that they bring to the organization (Eraut, 2007).
Mentors or guides. Billett (2000) and Lankau and Scandura (2002) contended that
mentors or guides can positively influence workers’ learning. As indicated previously, the
quality of relationships and frequency of interactions affects learning in the workplace (Eraut,
2007). Guided learning extends the concept of working with others through the development of
strong relationships and intentionally directed learning activities. One of the key findings in
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Billett’s study was that substantial effort needs to be exhibited by both the mentor and mentee for
an effective relationship to exist. Also, Billett’s study found that the more frequently a learning
strategy was used by a mentor there was an increased likelihood that the mentee perceived its
importance. Mentees perceived role modeling, coaching, and inquiring as three tactics mentors
used that positively influenced their learning (Billett, 2000). Conversely, mentors rarely used
“diagrams and analogies” and mentees perceived them to be less important than the other
learning strategies (Billett, 2000). It is important to note that mentees in this study reported that
some mentors were not adept at using analogies, which may have contributed to their lesser
perceived value (Billett, 2000).
Mentors described how learning strategies assisted in the learning process and contended
that each strategy helped in specific ways (Billett, 2000). Inquiring enabled mentors to: (a)
develop mentees’ capacity for thinking on their own; (b) persuade mentees to think about
different options; and (c) assess mentees’ knowledge (Billett, 2000). Analogies provided a means
to compare and were viewed as useful when “explaining complex ideas” (Billett, 2000, p. 281).
Drawings helped to create “strong mental images” that described complicated concepts and
created new understandings (Billett, 2000, p. 281). Modeling assisted mentors in developing
relationships with mentees, “observ[ing] performance,” and aiding mentees in comprehending
tasks (Billett, 2000, p. 281-282).
Lankau and Scandura (2002) studied junior-level college students who worked part-time.
Using a mixed-methods approach, Lankau and Scandura conducted a qualitative pilot study to
identify the types of learning that occur as a result of mentees’ involvement with mentors. Then
Lankau and Scandura conducted a factor analysis to determine if outcomes related to both the
social and personal aspects of learning. Lankau and Scandura found that the individual skill
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development and relational aspects of the learning outcome were distinctive. Lankau and
Scandura assessed skill development for mentees and those part-time workers who did not have
mentors, and found no significant difference in gained skills between student employees who had
mentors and those who did not. Conversely, mentees in Lankau and Scandura’s study indicated
that they learned significantly more about the relational aspects of their job than their nonmentee counterparts. Lankau and Scandura found that mentors’ support aided in increasing
mentees’ understanding of the contextual elements of their job, which clarified their role within
the organization and led to improved job satisfaction. The only mentor learning strategy that
increased skills in mentees was role modeling which, in turn, improved job satisfaction (Lankau
& Scandura, 2002). Mimicking “a mentor’s skills and practices” seemed to be useful in a
mentee’s skill development (Lankau & Scandura, 2002). Lankau and Scandura contended that
role modeling may influence the social elements associated with learning new skills.
An interesting finding of Billett’s (2000) study was that engagement in daily work events
were perceived as the most significant “contribution to the mentee’s learning” (p. 277). When
mentors replaced informal learning situations with structured learning experiences the mentee
and the mentor were positively affected by the experience (Billett, 2000). Mentors perceived
these learning situations to be mutually beneficial because it offered opportunities for both the
mentee and the mentor to learn and develop (Billett, 2000). Mentors believed they benefitted in
three ways from working with mentees: (1) it forced the need for developing formalized learning
activities; (2) it provided “an opportunity to reflect on practice”; and (3) it offered a venue for
working with employees with the intention of helping to develop them (Billett, 2000, p. 281). At
the end of the six-month program, mentors in Billett’s study identified concerns and provided
suggestions for improvement of the program: (a) prepare mentors better for their role; (b)
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develop a monitor system to assess and address issues along the way; (c) create a way to give
feedback regarding mentor performance; (d) ensure close physical proximity between mentor
and mentee; (e) determine optimal timing for the program related to teams’ cycle of work; (f)
increase mentor capacity to use and change learning strategies easily; (g) create a checklist to
guide activities; and (h) integrate responsibilities into job description.
When employees’ work is structured and guided in effective ways it augments learning
that would have not been “realized through mere participation at work” (Billett, 2000, p. 284).
Researchers have identified specific supervisory or mentor strategies that advance learning
(Clarke, 2005; Daudelin, 1996; Ellinger, 2005b; Eraut, 2007). Mentors or supervisors promote
and guide learning by: (a) demonstrating a desire to help others (Ellinger 2005a, 2005b); (b)
empowering others to learn (Clarke, 2005); creating space for learning (Ellinger, 2005a, 2005b);
spending time on reflective activities (Clarke, 2005; Daudelin, 1996); assigning difficult tasks
(Ellinger, 2005b; Eraut, 2007); promoting risk-taking (Ellinger, 2005b); providing good
communication (Clarke, 2005); conveying the importance of a project or task (Ellinger, 2005b);
helping to remove barriers (Ellinger, 2005b); and providing resources for learning (Ellinger,
2005b).
Factors influencing learning. Investigations identified four factors that influence the
effectiveness of workplace learning: (1) the quality of the methods (Eraut, 2007); (2) the
frequency of their use (Eraut, 2007); (3) using a combination of learning strategies (Billett,
2000); and sustained use of learning methods (Billett, 2000). It is important to note that some
mentors perceived the utilization of different strategies as being effective for their situation
(Billett, 2000). Conversely, other mentors did not believe that the varied strategy approach was
helpful for them (Billett, 2000). Additionally, the “development of conceptual knowledge” was
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found to be related to the number of times the strategy was used (Billett, 2000, p. 282). Also, the
more mentors used a particular strategy during a six-month time period the more it was strongly
perceived by both mentor and mentee as being effective (Billett, 2000).
Learning strategies summary. There are important outcomes of research focused on
learning strategies that deserve attention. There are mixed results about whether guided learning
helps mentees improve their skills. Billett (2000) found that mentors assisted mentees in
improving their capacity to solve problems. Conversely, Lankau and Scandura (2002) found no
difference in skill development between mentees who had mentors and those who did not have
mentors. However, there was a significant influence on skill development when mentors rolemodeled for mentees (Lankau & Scandura, 2002). Also, it appears that other learning strategies
such as studying documents (Clarke, 2005), reviewing artifacts (Eraut, 2007), taking
opportunities for reflection (Clarke, 2005), and feeling appropriately challenged in the job
(Clarke, 2005) assisted in the development of procedural knowledge. Clearly, more research is
needed to examine how various learning strategies produce different outcomes and to determine
why these methods contribute to specific educational gains (Clarke, 2005). Gaining procedural
knowledge may be the basis for utilizing other types of learning strategies. For instance, Collin
(2002) found that engineers needed to have a good sense of how products were constructed in
order to experiment and create new ideas. Additionally, it would be helpful to further explore the
“critically reflective working behavior” construct developed in van Woerkom’s (2006) study (p.
289). Future research should examine if some learning outcomes are hierarchical in nature. In
other words, do some types of knowledge need to be gained before learning other aspects of the
job? This may help organizations develop learning methods that are more appropriately
sequenced to build upon previous learning situations.
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Billett (2000) indicated that the mentor/mentee relationship provides a mutually
beneficial learning opportunity. Lankau and Scandura (2002) call for more research to explore
what and how mentors learn as a result of the mentor/mentee experience. Also, more
investigations are needed to determine how peers, supervisors, and other influential individuals
external to the organization influence employee learning (Lankau & Scandura, 2002). Collin
(2002) plans to further investigate “learning as a participative and collective process” through
case analysis of staff members’ work experiences as it relates to engaging in the cooperative
nature of learning (p. 149). Finally, Billett asserted that the most effective mentor/mentee
relationship involves engagement and effort by both the mentor and mentee. More research is
needed to examine individual efforts, attitudes, and motivations and how that influences a good
mentor/mentee relationship.
Organizational Effects of Learning
Workplace learning researchers found that leadership, work environment, and learning
networks influence employees’ development (Ellinger, 2005a, 2005b). Also, investigations
found that the way work is structured affects staff members’ growth (van Woerkom, 2006).
Additionally, workers’ gender and cultural differences shape their learning (Westbrook & Veal,
2001). Research related to leadership, environment, work structure, and gender and cultural
differences will be examined.
Committed leadership. Ellinger (2005a, 2005b) studied a learning-oriented company and
identified “learning-committed leadership and management” as one of the four themes that
contributed to learning in the workplace (p. 396). Seven subthemes were found to affect informal
learning in the workplace: (1) leaders who develop opportunities for learning; (2) leaders who
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mentor; (3) leaders who support and create time for learning; (4) leaders who promote “risk
taking”; (5) leaders who convey the significance of “sharing knowledge and developing others”;
(6) leaders who provide “positive feedback and recognition”; and (7) “leaders who serve as role
models” (Ellinger, 2005a, p. 400). Through hierarchical regression analyses, Clarke (2005)
examined how seven different workplace environmental elements affected workplace learning
outcomes. Clarke found that the combination of “empowerment and communication”
significantly influenced gains in workplace learning (p. 195). Also, “support for reflection and
job challenge” positively affected employee learning and development (Clarke, 2005, p. 195).
Clarke found that opportunities for “independent learning on the job” had a significant effect on
staff learning in the workplace (p.196).
For example, in Ellinger’s (2005a) study an employee reported how her supervisor
provided her an opportunity to learn by “listen[ing] and observ[ing]” others in a meeting (p.
402). Another staff member conveyed how his/her supervisors helped to coach him/her by
discussing things at his/her level and being approachable for dialogue (Ellinger, 2005a). Another
employee indicated that his/her manager provided her adequate time to make decisions and
supported her through the decision-making process (Ellinger, 2005a). A worker described how
her supervisor pushed her to create new ways of doing things and acknowledged that although
making mistakes is not desired it may be a consequence of learning (Ellinger, 2005a). A manager
conveyed how important it was to “share what [he] learned” with others (Ellinger, 2005a, p.
402). An employee reported that her supervisor provided positive feedback by conveying when
she did a good job (Ellinger, 2005a). Last, a manager reported that the whole organization was
invested in creating a learning organization, by not just talking about it but also demonstrating
the significance of learning through actions and behaviors (Ellinger, 2005a).
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Organizational environment. Culture and symbols permeate our workplaces and convey
principles and concepts that are significant to the organization (Bolman & Deal, 2003). Bolman
and Deal (2003) contended that the symbolic framework of an organization is associated with
underlying assumptions: (a) the most important thing is the meaning that is derived from
workplace occurrences; (b) events and meaning are loosely associated because individuals
perceive experiences in different ways; (c) when there is organizational “uncertainty and
ambiguity” employees tend to develop symbols to aid in “resolv[ing] confusion, increas[ing]
predictability, find[ing] direction, and anchor[ing] hope and faith”; (d) the expression of what
happens is more significant than the end product; and (e) culture unifies employees “around
shared values and beliefs” (pp. 242-243). Clarke (2005) and Ellinger (2005a, 2005b) studied how
culture and symbols influenced learning in the workplace.
Ellinger (2005a) reported that an “internal culture committed to learning” positively
influenced workplace learning (p. 403). In Ellinger’s study, the organization’s training room was
identified by employees as the location for formal training. The room served as a symbol that
conveyed to employees that organizational leaders were committed to and believed in the
importance of staff development (Ellinger, 2005a). The allocation of funds symbolized the
importance of employee learning and development (Ellinger, 2005a). Training topics
communicated the current organizational climate, such as the need for leaders to be more
approachable regarding issues (Ellinger, 2005a). Additionally, the organization promoted a
strong association “between formal and informal learning” (Ellinger, 2005a, p. 403). For
instance, experts were identified within the organization and asked to be “formal trainers”
(Ellinger, 2005a, p. 403). This helped the organization create formal learning opportunities for
transferring informal learning concepts (Ellinger, 2005a). Clarke (2005) affirmed that a formal
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training infrastructure indirectly influences workplace learning through the direct effects of
supporting “reflection and job challenge…[and] learning transfer and training outcomes” (p.
193).
Westbrook and Veale (2001) analyzed the time spent on workplace learning activities and
examined employees’ attitudes about the amount of time that they focus on learning. As a result
of the study, Westbrook and Veale argued that there is a gap between the tenets of Human
Resource Development, which stresses the importance of persistent and sustained learning in the
workplace and actual learning practices that occur in the workplace. The majority of the full-time
and part-time employees in the study expressed a desire and need to spend more time on learning
tasks while working than they currently did. However, workers were unsure about the views and
expectations of coworkers, supervisors, and subordinates regarding the appropriate amount of
time that should be dedicated for on-the-job learning (Westbrook & Veale, 2001). More
importantly, employees rated their level of comfort while “reading a professional journal,
newsletter, or textbook” when a peer, subordinate, supervisor, or administrator observed them
(Westbrook & Veale, 2001, p. 308). Interestingly, the workers became more uncomfortable as
they moved through each situation: from peer to subordinate to supervisor to administrator
(Westbrook & Veale, 2001).
Also, Westbrook and Veale (2001) analyzed whether employees perceived that the
company conveyed that learning and development was communicated as a core value of the
organization. Westbrook and Veale found that less than half of the employees in their study
indicated that learning and development was explicitly expressed in the company’s main
communication statements. Additionally, about one quarter of the participants in the study did
not know whether the need for learning was clearly stated in key corporate documents. However,
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80 percent of employees in the study reported that their employer had communicated upcoming
on-the-job workplace opportunities and 83 percent understood the availability and defined
parameters of funding available to support learning (Westbrook & Veale, 2001). Also, 78 percent
of staff members expressed a need for employers to incorporate workplace learning activities in
their performance evaluations (Westbrook & Veale, 2001). Three main points are derived from
this study: (1) a majority of staff members feel the need to spend more time learning at work in
order to be successful; (2) although the company communicates work-related learning
opportunities to the staff, about half of the employees are uncertain about whether the corporate
culture supports learning while on-the-job; and (3) workers have a desire to learn while working,
but want the company to support this type of learning by integrating employee learning into their
respective performance reviews (Westbrook & Veale, 2001).
Participants in Ellinger’s (2005a) study identified two structural elements that negatively
influenced employee learning in the workplace: (1) the physical elements of the workplace and
(2) the “silo mentality” that exists between members in a team or across functional areas (p.
407). The way that offices, meeting spaces, and other areas are structurally arranged affects
staffs’ capacities for interaction and engagement (Ellinger, 2005a). Spaces that create an
atmosphere of openness for interaction and communication offer opportunities for informal
learning (Ellinger, 2005a). Besides the need for rearranging work spaces to promote coworker
and supervisor access, Ellinger’s study conveyed the need for information sharing among the
different teams so that groups join forces to positively influence company outcomes (Ellinger,
2005a). Breaking down the organization’s invisible walls creates opportunities for engagement
that advance learning.
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Learning networks. Another theme found in Ellinger’s (2005a) study that supported
informal learning was that “people…form[ed] webs of relationships with learning” (p. 404).
Three factors contributed to the continued development of these learning networks: (1) workers
were accessible; (2) relationships were considered important; and (3) employees had the capacity
to approach co-workers and supervisors (Ellinger, 2005a). Fox et al. (2010) studied learning
networks from a more individualized approach and contended that personal learning networks
should be more self-directed and not confined by work teams or organizations. Participants in
this study valued previous work and existing personal relationships; Fox et al. argued that these
connections can serve both as consultants and provide emotional support. However, Fox et al.
affirmed that these relationships are only effective when the advice is provided in a timely and
helpful fashion. Corporations can provide opportunities for employees to interact with others
across organizational units as well as encourage workers to develop their own personal networks
that provide emotional and professional support that otherwise might not be provided in the work
environment (Fox et al., 2010).
Work structure. When leaders organize and structure work activities they have the
capacity to enable employee learning (Ellinger, 2005a, 2005b; van Ruysseveldt & van Dijke,
2011). Ellinger (2005a) identified six ways of restructuring work for the purpose of advancing
learning: (1) cross-training staff members; (2) developing activities that encourage engagement
across teams; (3) a “process focused structure;” (4) developing mechanisms to summarize critical
learning and avoid duplication of learning; and (5) facilitating the pace of work responsibilities ;
and (6) increasing self-efficacy to build competencies (p. 408). Cross-training employees and
developing events that create interactions across functional units can promote engagement and
learning beyond program areas or team borders (Ellinger, 2005a). Additionally, Ellinger (2005a)
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contended that a more “process-focused structure” that extends beyond team boundaries
diminishes the “silo mentality” and promotes more coordinated initiatives focused on processes
rather than team-specific functions (p. 408). Ellinger (2005a) found that although the company
had an intranet the organization was not sharing or capturing learning so that members could
learn from each other, which inhibited opportunities for learning.
Pace of work. Organizing the pace of work responsibilities was associated with five
factors: (1) the amount of time available to consult with and learn from others; (2) the pace of
work responsibilities; (3) the number of job changes that occur; (4) the space and time needed for
critical reflection; and (5) the amount of changes that occur within a specified period of time
(Ellinger, 2005a). For example, one participant in Ellinger’s (2005a) study expressed his
frustration at having to delay discussing an issue with a colleague because he was trying to
manage six different projects at a time. Both work overload and no available time for consulting
with a coworker impeded this participant’s opportunity for learning (Ellinger, 2005a). Changing
organizational structure and processes can result in shifting or changing employee
responsibilities (Ellinger, 2005a). Adjusting to these new job responsibilities may limit informal
learning opportunities (Ellinger, 2005a). Also, time constraints may deter employees from
choosing the most appropriate and optimal learning method (Ellinger, 2005a). The lack of time
needed to reflect on learning situations can also inhibit staff’s learning outcomes (Ellinger,
2005a). Lastly, the degree to which the changes occur within a specified span of time influences
learning (Ellinger, 2005a). In other words, “too much change too fast” was found to impede
opportunities for informal learning (Ellinger, 2005a, p. 408).
Exposure to uncertainty. Van Woerkom (2006) found that self-efficacy influenced
behaviors related to critical reflection in the workplace. Van Woerkom contended that in order
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for organizations to affect learning it must be accomplished through the process of developing an
employee’s self-efficacy. Van Woerkom argued that staff members need to be incrementally
exposed to the “uncertainty” that naturally exists in the work environment (p. 305). First,
employees need to be able to work within a comfortable environment so that they can gain
competencies and create “their own vision” of work (van Woerkom, 2006, p. 305). Once staff
members have increased their knowledge and skills, they should be encouraged to become more
involved in making decisions, policy development, and being creative (van Woerkom, 2006).
Workload. Controlling for gender, age, and educational level, van Ruysseveldt and van
Dijke (2011) conducted a regression analysis to determine if workload influenced workplace
learning opportunities at various levels of employees’ autonomies. One key finding was that
when moderate amounts of self-sufficiency exist, the job demands and learning are related “in an
inverted u-shaped manner” (p. 10). Van Ruysseveldt and van Dijke found that when selfsufficiency was high and job demands increased, then workplace learning opportunities always
improved. However, when an employee had low autonomy scores and workload increased it
always negatively influenced learning while on the job (van Ruysseveldt & van Dijke, 2011).
Additionally, the more employees’ job demands increased with individuals who had low
autonomies, the more negatively workplace learning was affected (van Ruysseveldt & van Dijke,
2011). Hence, the worst learning experience was evident when employees had low levels of selfsufficiency and work demands were at an all-time high (van Ruysseveldt & van Dijke, 2011).
Also, van Ruysseveldt and van Dijke found that whenever job demands exceeded the employee’s
self-sufficiency level, then on-the-job learning was minimized. As evidenced by van Ruysseveldt
and van Dijke’s study, structuring job workload so that it does not exceed the employee’s
proficiency level is an important part of increasing workplace learning opportunities.
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Gender differences. There was only one study that examined the differences between
gender and education level as it related to workplace learning. Westbrook and Veale (2001)
found three significant attitudinal differences between genders: (1) females indicated that they
needed to spend more time on learning in the workplace in order to succeed when compared to
their male counterparts; (2) females reported that they did not spend sufficient time on learning
while on-the-job when compared to male respondents; and (3) females were more uncomfortable
when a peer or administrator observed them engaged in work-related learning activities when
compared to males. Also, there were three significant differences between those employees who
obtained high school diplomas and workers who pursued degrees beyond high school: (1) staff
members who obtained some level of education beyond high school indicated that they spent
more time reading as a learning activity than the employees who had a high school degree; (2)
workers who conveyed that they read more also indicated the need to spend more time reading as
a learning activity, as this was their preferred method of learning while on the job; (3) as
educational levels increased, participants indicated an increased need to spend time reading to
gain knowledge related to their work (Westbrook & Veale, 2001). Conversely, participants with
a high school degree were less aware of the benefits offered by the corporation to learn and
develop (Westbrook & Veale, 2001).
Training and development infrastructure. Clarke (2005) found an association between
“training and development infrastructure and support for reflection and job challenge” and
argued that there is an indirect relationship between Human Resource Development (HRD)
policies and workplace learning (p. 200). A limitation of Clarke’s study was that the research did
not examine how HRD policies were implemented within organizations. Clarke contended that
the existence of policies does not truly reflect whether and how policies are executed. Clarke
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(2006) utilized the research data from the 2005 study, which included 120 different hospices, and
found that a majority of organizations applied a variety of HRD policies to support workplace
learning: (1) 76 percent of hospices reported that they had an education and training policy; (2)
70 percent indicated that they had company-wide strategy focused on education and staff
development; (3) 97 percent acknowledged that they had guidelines that supported “paid study
leave for staff”; (4) 98 percent reported that they had a company-wide personnel evaluation
system; (5) 81 percent of respondents indicated that they implemented employee learning plans;
(6) 73 percent indicated that a senior administrator was in charge of staff development; (7) 66
percent stated that they had employees specifically responsible for education and development;
and (8) 52 percent of respondents indicated that they integrated informal workplace learning
methods.
Clarke (2006) warned researchers to not anticipate a simple direct relationship between
the implementation of HRD policies and learning outcomes. After conducting a series of
regression analyses, Clarke found only one factor that significantly influenced how learning
strategies were applied in the workplace: the presence of education and training staff.
Interestingly, there was a negative association between education and training workers and
implementing workplace learning strategies (Clarke, 2006). As a second phase to the quantitative
analysis, 22 of the 161 respondents participated in a follow-up discussion in order to gain more
insight into how the socio-cultural environment advances or inhibits the application of workplace
learning strategies (Clarke, 2006).
Clarke (2006) identified five aspects that appeared to deter the application of HRD
policies: (1) the competing frameworks of workplace learning and competency development; (2)
staff development plans focused on competency progression and achievement in business goals;
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(3) perpetuating specific competencies and learning outcomes espoused by respective
professions; (4) educators committed to formal education that more easily assesses development
and demonstrates ways of meeting business needs; and (5) no clear understanding of how
organizational procedures were intended to support learning while on the job. Participants in
Clarke’s study affirmed the opposing dualistic nature of outcome-based training that focused on
increased knowledge and skills and informal workplace learning. One respondent in Clarke’s
research conveyed a need to utilize on-the-job learning as a means of reinforcing and supporting
competency development. Another participant argued that learning should not be so narrowly
focused on training methodologies, but should extend in a wider fashion to incorporate
contextual aspects of the workplace that provide other opportunities for learning (Clarke, 2006).
The education and training employees admitted that there are challenges associated with utilizing
on-the-job learning as a method for gaining knowledge and skills (Clarke, 2006). These training
staff argued that it is more difficult to evaluate employees’ progress as a result of informal
learning methods, especially when measuring soft skills such as intuition (Clarke, 2006).
Interestingly, research participants correlated gains in expertise to concepts of professionalism
(Clarke, 2006). One participant eloquently provided an analogy that captures the essence and
importance of connecting training and practice (Clarke, 2006). The employee conveyed that
when you view Van Gogh’s work you don’t acknowledge the skills he possessed to paint
(Clarke, 2006). Instead, “practice transcends competence” (Clarke, 2006, p. 197). Conversely, in
a competency-based career it is difficult to approach professional development in that way
(Clarke, 2006).
It is evident in Clarke’s (2006) study that HRD employees were expected to show
evidence of how investing in staffs’ professional development is effective and adds value to the
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organization. Although training staff recognized the importance of instilling “care values” or
more soft skills associated with the hospice field, there seemed to be more significant resources
and value placed on “accountability and efficiency” because of the need to achieve business
goals that sustain the company’s existence (Clarke, 2006). Two specific challenges were
presented in this study: (1) a strong need for HRD staff to “demonstrate the value of workplace
learning” and (2) difficulties involved in developing effective assessment methods (Clarke, 2006,
p. 198). One HRD participant in the study identified that the organization lacks a system that
formalizes the responsibility and facilitation needed to incorporate informal learning into staff
development plans (Clarke, 2006).
Also, the consideration given to various kinds of “knowledge and learning” was affected
by the values that the profession placed on them (Clarke, 2006, p. 199). Three factors seemed to
drive what the profession believed to be important in staff development: (1) “the need to codify
knowledge as part of claiming professional competence”; (2) the concern for ensuring that
people within the profession receive the necessary training needed to carry out their job duties in
a way that meets professional expectations; and (3) the existence of professional “competence
frameworks” that symbolically restrict access to those who do not meet the requirements and
perpetuate identities espoused by the profession (Clarke, 2006, p. 200). Conversely, Clarke and
Wilcockson (2001) analyzed the application of knowledge among health professionals and
argued that professional expertise involves the movement away from mere skill acquisition to an
increased dependency of knowledge applied within the context of patient care.
A key finding was that HRD professionals were unsure of how to facilitate workplace
learning (Clarke, 2006). One practitioner stated, “I’m not really clear…what I should be doing
differently” (Clarke, 2006, p. 200). Another HRD staff member conveyed the need for
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demonstrating that workplace learning contributes to organization goals so that they could
convey its value (Clarke, 2006). Clarke (2006) contended that HRD employees were more
interested in facilitating formal educational activities that could easily demonstrate how gains in
competencies associated with the business goals of the company (Clarke, 2006). Clarke argued
that the focus on formal learning for the purpose of achieving an organizational agenda may be
the reason that a significant negative relationship was found between the existence of HRD staff
and utilizing workplace learning methods. Consequently, Clarke affirmed that HRD
administrators play an influential role in workplace learning because their values and the
decisions they make affect how policies are “interpreted and implemented” (p. 201).
The last key finding was that health practitioners could not identify ways that HRD
policies promoted learning while on the job (Clarke, 2006). There seemed to be no clear
understanding of whether administrators possessed a broader concept of learning and whether it
was discussed among the leadership (Clarke, 2006). Also, most participants in the study did not
believe that organizational systems existed that recognized workplace learning (Clarke, 2006).
And respondents were uncertain of how to develop systems that would advance learning in the
workplace (Clarke, 2006).
Summary of organizational elements. There are significant consequences of
investigations that examined the organizational and environmental elements of workplace
learning. Researchers have demonstrated evidence that various conditions at work influence
learning while on the job. However, Clarke (2005) argued that current research has failed to
delineate how circumstances or situations influence specific workplace “learning processes or
outcomes” (p. 200). Future research should focus on how specific environmental factors
influence different learning outcomes (Clarke, 2005). Hence, it is important to separate elements
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such as “support for reflection and job challenge” to ensure that together these different variables
do not confound the findings (Clarke, 2005, p. 196).
Ellinger’s (2005a) research supported the concept that “learning-committed leadership”
positively affected workplace learning processes and the development of a learning culture (p.
411). The company studied was moving from a traditional organizational structure to a more
process-oriented one (Ellinger, 2005a). Therefore it is important to investigate various
organizations to further explore how different corporate environments promote or advance
learning (Ellinger, 2005a). Also, Ellinger hopes that future research examines different
contextual elements that inhibit or facilitate learning to improve the processes associated with
evaluating different organizational environments. Additionally, investigators need to continue to
create various methods of assessing the degree to which a specific learning outcome occurred
and the elements that influenced gains in skills and knowledge (Ellinger, 2005a).
It appears from Westbrook and Veale’s (2001) study that individuals believe that they
need more time to spend on learning while on the job, but there is little evidence demonstrating
that employees make it a high priority and that other individuals within the organization promote
workplace learning to any influential degree. Westbrook and Veale did not use a random sample,
which reduces the likelihood of these results representing employees in the workforce overall.
Although the number of companies and the large sample size selected may increase the
probability that these attitudes are representative of the workforce (Westbrook & Veal, 2001).
Westbrook and Veal suggested that future research should incorporate random sampling
methodologies. Also, Westbrook and Veal recommended that a more comprehensive study
examine the differences that may influence workplace learning: gender, education, and type of
organization.
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Van Ruysseveldt and van Dijke (2011) contended that future research is needed to
evaluate the association between workload and learning while at work and called for expanding
theories and empirical investigations that advance our understandings of how this relationship is
affected by different employee circumstances. Van Ruysseveldt and van Dijke argued that
different work demands such as cognitive complexity and workload may influence learning in
various ways, and call for studies that differentiate job challenges to better understand their
effect on learning. One of the significant findings of the study was that job demands both
inhibited and advanced workplace learning at high and low levels of autonomy (van Ruysseveldt
& van Dijke, 2011). Van Ruysseveldt and van Dijke warned future researchers to pay attention
to the “affective-motivational” factors influencing the relationship between workload, autonomy,
and learning (p. 11). Van Ruysseveldt and van Dijke contended that an employee’s perception of
whether the circumstance is challenging or an obstacle may very well influence the learning
situation. Van Ruysseveldt and van Dijke speculated that there may be a “tipping point” for the
employees to change their perspective on whether the learning circumstance aids or hinders
learning. Because van Ruysseveldt and van Dijke measured learning opportunities and not actual
learned outcomes, they cautioned readers not to conclude that just because learning prospects are
presented in the workplace that it leads to actually learning.
Clarke’s (2006) research identified five key elements that influenced the effectiveness of
implementing human resource policies. Clarke contended that there are competing tensions
between the individual staff member, the company, and the respective professional associations
in determining which types of learning are needed and the reasons why specific learning
outcomes are important within that profession. The complexity of these tensions refutes the
concept that there is a straightforward linear association between the implementation of human
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resource policies and anticipated outcomes (Clarke, 2006). Little is known about how policies
support learning at work (Clarke, 2006). The findings of Clarke’s study support the concept that
a company’s “sociocultural context mediates policy implementation” (p. 203). Clarke summons
future researchers to investigate professions different from nursing and to examine various
human resource policies not provided within the scope of his research.
Van Woerkom’s (2006) study identified self-efficacy as a dominating factor influencing
employees’ critical reflection at work. Van Woerkom recommended that exposing employees in
a progressive way from a safe and comfortable work environment to a more natural setting that
involves more ambiguity will assist staff in gaining self-sufficiency before having to deal with
the uncertainties that arise from work. Also, increasing participation in decision making and
innovative processes improved critically reflective behaviors (van Woerkom, 2006). Future
research should explore how competency development, confidence, and participation in decision
making help to develop staff members.
Research Involving Novice Workers
Within the workplace learning body of research there is a growing contingent of scholars
who contend that full-time employees in their first few years of employment have unique
learning needs. Researchers found that novices have special needs, desires, and challenges as
they transition and adjust to their new work environment (Fox et al., 2010; Holton, 2001; Smith,
2004; Sprogøe & Rohde, 2009; Williams, 2003). This research area deserves attention because
there may be similarities between the learning needs of novices and college student employees
who are learning to navigate within their part-time work experiences.
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Fox et al.’s (2010) study. Fox et al. (2010) examined beginning educators’ job
experiences by developing a framework that included these concepts: (1) a continuum that
measures the degree to which the workplace confines or expands learning; (2) broader
boundaries of learning that extend outside the work environment; (3) refutation of the concept of
a linear learning method and adoption of a process that involves changes among various
pathways; and (4) the opportunity for novices to “negotiate their learning across settings”
through the use of networks (p. 5). Three teacher case studies were selected because of three
variables: (1) teachers exhibited signs of quitting; (2) educators demonstrated different levels of
networking; and (3) teachers participated in different school environments that were confining
and expansive (Fox et al., 2010). Teachers’ views of their respective school environments were
analyzed by using Evans, Hodkinson, Rainbird, and Unwin’s (2006) “expansive–restrictive
framework” and by mapping how educators gained support and advice through interacting with
others (Fox et al., 2010).
Three significant concepts were formulated from this study. First, employees were at
different stages of development when they started working. One teacher became an educator as a
result of being dissatisfied with her prior employment (Fox et al., 2010). Another educator was
merely investigating teaching as a career option, and the third school teacher made a career move
and had distinctive goals for how she was going to approach teaching (Fox et al., 2010). Two
teachers expressed the need to work with others and one educator wanted to be more
independent. Three important points were highlighted: (1) for beginning educators to feel
comfortable and invest in their new environment, their hopes and desires should be
accommodated in some way; (2) new employees should be encouraged to gain support from
previous connections to meet their needs; and (3) employers should persuade new teachers to
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actively develop new relationships within the work setting that helps them fulfill their aspirations
(Fox et al., 2010).
Second, regardless of diverse perspectives of workers’ job sites the potential for learning
and development exists (Fox et al., 2010). Concurring with Evan et al. (2006), Fox et al. (2010)
contended that employees’ growth and development does not occur in a simple and
straightforward way. Rather, learning occurs within engaged interaction “between individual
effort and workplace responsiveness” (Fox et al., 2010, p. 20). Fox et al. identified that learning
from and alongside expert educators positively influenced novice teachers’ development.
However, two factors affected novices’ development: (1) advice by experienced educators was
“constructive and timely,” and (2) novices were given the latitude to experiment (Fox et al.,
2010, p. 20). Also, beginning educators found real value in learning when expert teachers were
able to both teach and mentor (Fox et al., 2010). Additionally, first-year teachers appreciated the
opportunities to discuss issues with peers in an open and social environment (Fox et al., 2010, p.
20).
Third, all educators valued the support they found outside of their work (Fox et al.,
2010). Teachers and peers external to the novice’s job site encouraged and supported their
endeavors (Fox et al., 2010). Beginning teachers’ family and friends provided understanding and
appreciation for the new challenges they faced (Fox et al., 2010). When new teachers viewed
their school environments as being restrictive, they identified other respected experts and peers
to seek counsel and support (Fox et. al., 2010).
Williams’s (2003) study. Williams (2003) examined educators in England in their first
year of teaching, during which they were required to complete a full year of orientation and
training. Teachers’ induction year involved the following: (a) a ten percent decrease in class
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load; (b) consistent meetings and a formal assessment with a mentor half-way through terms; (c)
support and supervision targeted to each teacher’s needs; (d) formal teaching observations once a
term; (e) an end-of-the-semester evaluation; and (f) realistic job expectations. Three major
factors emerged from the study (Williams, 2003). First, three distinctive learning types were
identified: “implicit, reactive, [and] deliberative” (Williams, 2003, p. 216). Deliberative learning
occurred when the intended activity matched teachers’ gains in knowledge and development
(Williams, 2003). Reactive learning was defined as being explicit and unplanned, typically
arising from the need to respond to a situation (Williams, 2003). Implicit learning was much
more difficult for new teachers to discuss because typically an awareness of the learned outcome
came later after reflecting upon the experience (Williams, 2003). Second, Williams described
new teachers’ learning situations within the context or outside the school environment and how it
was approached, either independently or collaboratively. Thirdly, Williams found that learning
was acquired through formal ways of learning (“vertical”) or through a progression of
development as the employee transgressed across different situations called (“horizontal”) (p.
214).
Williams (2003) found that a majority of first-year teacher learning experiences were
“implicit or reactive, collaborative within their own school and horizontal” (p. 216). Williams
contended that the induction model developed in England was more focused on deliberative
learning rather than the other types of learning used by inductees. Williams argued that the new
teacher model needs to incorporate ways to discuss and evaluate “planned and unplanned,
conscious and unconscious learning” (p. 216). Williams added that most novice teachers and
mentors are unfamiliar with this type of learning. Also, Williams reported that
“reactive,…implicit,…and horizontal learning” are enhanced in a collaborative work
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environment (p. 217). Williams argued that creating a work setting that advances and supports
professional dialogue is a key component to developing a culture that supports these forms of
learning. Additionally, Williams contended that it is important to create awareness and stress the
importance of informal learning. Finally, Williams differentiated between informal learning
circumstances and non-learning episodes. Consequently, Williams stressed the importance of
creating situations that capitalizes on learning and not mere dialogue that has no purpose.
Holton’s (2001) study. Holton (2001) analyzed the relationship between new staff
members’ work attitude and the availability and usefulness of learning methods. Holton
identified three significant findings. First, new employees reported that there were minimal
opportunities for learning and in some circumstances some strategies thought to be available
were not actually offered (Holton, 2001). Second, when novices experienced various learning
strategies they found them to be “moderately to very helpful” for transitioning to the workplace
(Holton, 2001, p. 82). Third, there were strong associations between supervisors’ implementing
various learning methods and employee outcomes, which suggests that the quality of applying
learning strategies influences the end result (Holton, 2001). The five most significant
associations were: “job satisfaction, organizational commitment, intent to quit, post-decision
dissonance and psychological success” (Holton, 2001, p. 83). Fourth, the most important
learning method involved the capacity for new employees to “fully utilize their skills and
abilities” in a way that the novice believed them to be helpful (Holton, 2001, p. 83). This element
was “the most significant predictor” of employee outcomes and accounted for a majority of the
effects related to job attitudes (Holton, 2001, p. 83). Fifth, those learning strategies that were
applied in a more consistent and ongoing manner were found to be the most influential in
employee outcomes (Holton, 2001). Holton made several suggestions to improve learning in the

93
workplace: (1) closely supervise learning strategies to ensure quality implementation; (2) utilize
more personalized methods that meet varied employees’ needs; (3) teach managers and peers
how to assist in the developmental process; (4) redesign positions so they include various
learning interventions; and (5) carefully observe staffs’ attitudes.
Sprogøe and Rohde’s (2009) study. Sprogøe and Rohde (2009) analyzed the induction
practices of new employees in two different companies and sectors. The two organizations
studied were a consulting company from Denmark and a banking corporation from Germany
(Sprogøe & Rohde, 2009). According to Sprogøe and Rohde, the majority of previous studies
only focused on novice learning during induction processes. Alternately, Sprogøe and Rohde
examined the interplay between the new employee and the organization and contended that
learning occurs both at the individual and organizational level. Grounded in socio-cultural
learning, Sprogøe and Rohde contended that learning happens from interactions between
newcomers, novices’ peers, and junior and senior members of the organization. From a
practicing perspective, “learning is everywhere” and therefore inescapable (Sprogøe & Rohde,
2009, p. 50).
Six significant induction elements were highlighted in Sprogøe and Rohde’s (2009)
research. First, induction activities were organized by a selective group of junior employees for
four reasons: (1) junior staff recently experienced being oriented to the company; (2) they were
similar in age to the inductees; (3) the selected junior members were identified as being
innovative; and (4) junior staff members seemed to be motivated to share their previous
experiences and teach others (Sprogøe & Rohde, 2009). Second, although junior employees were
encouraged to be innovative in the selection and delivery methods of training activities, senior
administrators guided the process by providing structure and setting goals (Sprogøe & Rohde,
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2009). Third, activities were designed to include both formal and informal interactions (Sprogøe
& Rohde, 2009). Fourth, the historical context, vision, mission, and core values of the company
were conveyed through various artifacts such as the facility structure, display of awards, articles
depicting organizational successes, coworkers and supervisors sharing their stories, and songs
(Sprogøe & Rohde, 2009). Fifth, induction processes included a progression of activities from
simple to complex such as a general overview of the company, introduction of staff members,
observation of procedures, working alongside coworkers, assignment of simple tasks, and then
moving to more complex responsibilities (Sprogøe & Rohde, 2009). Sixth, trainers created a
relaxed and open atmosphere that encouraged questioning and dialogue so that novices felt
comfortable in the learning process (Sprogøe & Rohde, 2009).
Consequently, Sprogøe and Rohde (2009) identified four characteristics that positively
affected induction practices for novices. First, there was repetition incorporated into orientation
and training activities, events, and tasks (Sprogøe & Rohde, 2009). Repetition occurred in three
ways: (1) junior staff members wanted to mirror their own induction experiences for new
employees; (2) structured activities and goals ensured consistency during trainings; and (3)
artifacts and history reinforced the messages conveyed during orientations. Conversely, artifacts
can contradict the messages communicated by trainers and managers (Sprogøe & Rohde, 2009).
For instance, one corporation conveyed that they record and share information through the use of
databases (Sprogøe & Rohde, 2009). As novices used the database system, they discovered
outdated information and found that the structural framework to support keeping data up to date
was missing (Sprogøe & Rohde, 2009). These realizations reinforced a more individualized
rather than team-oriented approach that the corporation tried to reinforce. Second, building
novice knowledge and experiences helped them to gain confidence, which was essential to the
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learning process (Sprogøe & Rohde, 2009). Third, one of the most influential individual learning
opportunities was the novice-to-novice interaction, enabling new employees to compare notes
and learn from each other (Sprogøe & Rohde, 2009).
The fourth characteristic was the most significant outcome of Sprogøe and Rohde’s
(2009) study: the influence on the organization as a result of newcomer and company
interactions. New employees were invited to share their previous work experiences, skills and
competencies (Sprogøe & Rohde, 2009). Managers encouraged novices to provide input and
question processes and decisions (Sprogøe & Rohde, 2009). Newcomer input was recorded so
that ideas, new knowledge, and innovative practices could be given substantial consideration for
future corporate changes (Sprogøe & Rohde, 2009). Sprogøe and Rohde contended that
consistent sharing and interaction among novices and the organization is an iterative process that
influences the organization, resulting in gains in new knowledge and a reconstruction of
corporate processes.
Smith’s (2004) study. Smith (2004) examined training practices of trainees, apprentices,
and first-year employees in Australia. There were significant differences between trainees and
first-year employees (Smith, 2004). Trainees had a desire to learn as much as possible during
their traineeship and viewed learning as essential to their positions (Smith, 2004). Consequently,
trainees had a propensity for raising questions and seeking varied experiences (Smith, 2004).
Conversely, junior members of the organization did not discuss learning as part of their position
and there was no one to monitor their learning and training (Smith, 2004). Smith contended that
when everyone involved in the training program took it seriously and valued learning as part of
the work experience, it resulted in substantial learning. Additionally, Smith reported that these
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elements influenced the degree of learning: the structural framework developed for training;
providing challenging tasks; and the creation of an agreement between the parties involved.
Also, Smith (2004) reported that all trainees had the capacity to observe their respective
workplaces and learn from the experience. However, Smith indicated there were big differences
in individuals’ capacities for learning. For instance, one apprentice was able to discern that other
apprentices were less ambitious (Smith, 2004). Consequently, the apprentice decided he was not
going to be like the other apprentices (Smith, 2004). Conversely, another apprentice
misunderstood the cultural cues when she decided to eat breakfast during her shift because she
saw some of her coworkers do the same thing (Smith, 2004). This apprentice did not understand
that these workers had been given permission to eat breakfast while on duty since they started
their work shifts earlier (Smith, 2004).
Novice framework. There are sixteen significant consequences as a result of the research
that focused on novices. First, employees early in their careers begin their employment at
different stages of development (Fox et al., 2010; Smith, 2004). Supervisors and colleagues need
to publicly acknowledge and create acceptance that all employees enter the workplace possessing
different competencies. Second, to be invested and committed to their new employer, novices
need to be able to share their aspirations (Fox et al., 2010). Third, new staff members need to be
able to share their skills, competencies, and ideas so that they are active participants in the
organization, and companies need to be open to learning from their new staff (Sprogøe & Rohde,
2009). Fourth, novices should be encouraged to maximize full application of their skills (Holton,
2001). Fifth, new employees need to be able to link their previous experiences with their current
work situation (Fox et al., 2010).
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Sixth, organizations need to recognize and communicate that learning does not occur in a
linear fashion (Fox et al., 2010). Instead, employers need to design the work environment so that
there is ample opportunity for novices to work and dialogue with employees across various units
(Fox et al., 2010; Sprogøe & Rohde, 2009). Seventh, new staff members need to be encouraged
to develop their own networks within the work environment and outside the context of
employment (Fox et al., 2010). External to the work environment, new employees need to
identify family, friends, and previous work associates that can provide understanding, support,
and advice (Fox et al., 2010). Equally important, novices need to seek and establish strong
relationships with colleagues who can teach and mentor them (Fox et al., 2010). Also,
opportunities for novices to discuss issues and compare notes with their peers are essential
components of the developmental process (Sprogøe and Rohde, 2009).
Eighth, employers need to provide structure so that there are ample and ongoing
opportunities for learning both formally and informally (Holton, 2001; Sprogøe & Rohde, 2009;
Smith, 2004). Ninth, organizations need to develop learning agreements with new employees at
the very beginning of their employment so that novices understand that they need to grow and
develop to become successful contributing members of their chosen profession (Smith, 2004).
The quality of learning opportunities needs to monitored and assessed so that learning methods
are effective (Holton, 2001). Also, learning opportunities need to meet individual employee
needs (Holton, 2001).
Tenth, employers need to encourage professional dialogue (Williams, 2003; Sprogøe &
Rohde, 2009) and discourage conversations that deter employee development (Williams, 2003).
Eleventh, orientation and training needs to be organized, include specific goals, be innovative,
and provide methods of continually reinforcing company messages through the use of symbols
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and artifacts (Sprogøe & Rohde, 2009). However, when inconsistencies exist within the
organization, managers need to acknowledge them and convey the need for change so that
artifacts do not circumvent corporate messages (Sprogøe & Rohde, 2009). Twelfth, supervisors
and coworkers need to establish a comfortable and open environment that encourages
questioning (Fox et al., 2010; Sprogøe & Rohde, 2009), seeking (Smith, 2004) and
experimenting (Fox et al., 2010) activities. Thirteenth, tasks need to be assigned in a progressive
manner, starting with simple and moving to more complex and challenging activities to build
novices’ competencies and confidence (Sprogøe and Rohde, 2009). Fourteenth, advice needs to
be positive and productive and provided in a timely manner (Fox et al., 2010). Fifteenth,
everyone within the organization needs to participate, be invested (Smith, 2004), and know how
to facilitate (Holton, 2001) the learning and developmental process. Finally, all members of the
company need to be aware of the significance that informal learning opportunities play in
employees’ development and be comfortable using that learning method (Williams, 2003).
Although some researchers have focused on the novice employee, investigators need to
continue to explore the nuances that exist within this special group of staff members. Sprogøe
and Rohde (2009) suggested that future researchers examine why and how various types of
induction processes influence different degrees of learning. Also, it is important to better
understand what induction practice elements facilitate learning (Sprogøe & Rohde, 2009). Since
Sprogøe and Rohde compared two companies from different professions, they recommended
examining two organizations from the same field. Sprogøe and Rohde contended that by
analyzing corporations from the same sector, a more thorough analysis may be achieved.
Sprogøe and Rohde contended that by exploring the same type of employment, other elements
may be examined such as job demands, learning design, and organizational knowledge.
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Although Fox et al. (2010) were able to identify the various types of relationships that served to
support new teachers during their transitional process, the authors suggested further examining
these relationships to ascertain how these associations contributed to teachers’ development and
what purposes they served.
Differentiating Between Part-time and Permanent Employment
It is important to understand the motivations, attitudes, interests, and behaviors of part-time
employees since the research project focuses on this segment of the workforce. Researchers used
various factors to differentiate between part-time and full-time employees, which included:
overall attitudes; intent to stay with the employer; job satisfaction; employee evaluations; job
stress; workload, and ambiguous responsibilities. In the next section, I will summarize and
analyze research findings and will recommend future research possibilities.
Using quantitative methods, Jackofsky and Peters (1987) compared part-time and fulltime retail staff members on the following factors: employee satisfaction, anticipating leaving the
company, job performance, conflicts with work schedules, and staff turnover. Jackofsky and
Peters reported that staff members working irregular hours were more satisfied with their jobs,
wages, and colleagues than part-time employees who worked a regular schedule and full-time
staff. Part-time staff working irregular hours expressed less intention to leave their current job
when compared to their full-time counterparts (Jackofsky & Peters, 1987). Also, both groups of
part-time staff were more satisfied with their employment when compared to full-time staff
(Jackofsky & Peters, 1987). Jackofsky and Peters contended that regular part-time workers may
have been more satisfied with their employment because they were able to choose the hours that
best fit their other life commitments. There were two significant findings of this study: work
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status was not a predictor for job performance or staff turnover (Jackofsky & Peters, 1987).
Jackofsky and Peters contended that the reason that work status did not influence turnover rates
or job performance was because all workers were treated equally in this retail chain.
Steffy and Jones (1990) analyzed job experiences between full-time and part-time staff
members from 65 hospitals on the following elements: work status, perceived workload, work
stress, job ambiguity, and satisfaction. Part-time staff reported being more stressed, having a
greater workload, and being challenged with job ambiguity more than their full-time counterparts
(Steffy & Jones, 1990). Steffy and Jones speculated that part-time staff members may not have
the same amount of training, manager oversight, information sharing, and socialization
opportunities as their full-time counterparts, which may contribute to more job stress and role
ambiguity for part-time staff. However, it is important to note that work status had only a small
effect on job satisfaction, on-the-job stress, perceived workload, and role ambiguity, which
indicated that other elements influenced these factors as well (Steffy & Jones, 1990). Also, parttime workers expressed discontent with wages and colleagues (Steffy & Jones, 1990). Given
these findings, it is surprising that there was no difference in overall job satisfaction when
comparing work statuses (Steffy & Jones, 1990). Steffy and Jones reported that this research
outcome was inconsistent with other studies and conjectured that the non-differential in overall
job satisfaction may be attributed to part-time staff not expecting as much from their part-time
employment. Steffy and Jones contended that part-time staffs’ substandard expectations may be
explained by their perception that part-time work may not be considered a “significant
component of their overall career” (p. 328).
Eberhardt and Moser (1995) measured various work elements of part-time grocers: job
satisfaction, dedication, job participation, retention, and work status. The study differentiated
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between part-time regular employees and temporary workers (Eberhardt & Moser, 1995).
Results indicated that temporary status employees were significantly different in five elements:
(1) generally less satisfied; (2) discontent with their wages; (3) displeased with their supervisors;
(4) participated less in the organization; and (5) demonstrated less dedication to the company. In
addition, Eberhardt and Moser reported that temporary workers tended to be students who chose
to work. Eberhardt and Moser stated that students viewed and compared themselves to other
part-time workers who were also students, which is an important outcome of the study.
Feldman, Doerpinghaus, and Turnley (1995) examined differences between temporary
status employees from seven different temporary job agencies. A significant outcome of the
study was that staff members who chose to work and found jobs that related closely to their
education and previous work experiences were more inclined to demonstrate positive attitudes
towards their part-time employment than their counterparts (Feldman et al., 1995). Feldman et al.
contended that organizations need to better understand why individuals are interested in their
respective positions and what reasons they chose to accept specific jobs. Additionally, Feldman
et al. argued that employers need to provide temporary staff with a clearer picture of the job
expectations and the nature of the work. Also, Feldman et al. challenged organizations to
improve their work structure as it relates to supervision, orientation, and training.
Marchese and Ryan (2001) conducted face-to-face surveys as part of a larger national
survey to compare part-time and full-time employees against three measures: (1) dedication to
their company; (2) job performance; and (3) autonomy. Part-time workers reported that they
were less committed to their respective employers and less inclined to perform when compared
to their full-time counterparts (Marchese & Ryan, 2001). A significant finding of the study was
that “autonomy mediated” the association between work status and job performance and
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dedication to the organization (Marchese & Ryan, 2001, p. 557). It is important to note that when
part-time employees’ and full-time employees’ autonomies were at the same levels then job
performance and dedication to the organization were comparable (Marchese & Ryan, 2001).
Marchese and Ryan challenged employers to redesign part-time job responsibilities to
incorporate more job autonomy, which in turn increases the probability of improved employee
commitment and performance. Marchese and Ryan contended that increased autonomy may
necessitate more staff training to ensure that part-time staff members gain the necessary skills to
work more independently. Additionally, Marchese and Ryan argued that an employee’s
preference for part-time work influences the potential for the staff member to be more
autonomous. In other words, if the staff member voluntarily chose the position because it was a
good fit then this situation increases the chances of the employee taking on a more independent
role (Marchese & Ryan, 2001).
Gakovic and Tetrick (2003) studied work status and the effects of the following
variables: (1) degree to which employees felt that they were supported by their respective
organizations; (2) degree to which workers believed their effort was matched with wages and
benefits valued by the employee; (3) employees’ perceived level of relationship with their
employer; (4) the staff members’ perceptions regarding their responsibility to their employer; (5)
employees’ assessment of the organization’s responsibility to them; (6) workers’ expressed
commitment to their employers; and (7) employees’ perceptions that employees’ and employers’
responsibilities were fulfilled. Two significant findings of the study were that part-time staff
reported more organizational support from the company and agreed that their wages and benefits
matched their work efforts when compared to their full-time counterparts (Gakovic & Tetrick,
2003). Gakovic and Tetrick contended that there may be a reciprocal effect between the part-
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time employee and employer. First, organizations appreciate the benefits and flexibility of using
part-time staff to meet fluctuating job demands (Gakovic & Tetrick, 2003). In return, the parttime worker appreciates the flexibility of work schedules, especially when employees are
pursuing an advanced degree (Gakovic & Tetrick, 2003).
Not surprising, full-time employees reported being more invested in the organization and
sacrificing more than their part-time counterparts (Gakovic & Tetrick, 2003). Gakovic and
Tetrick (2003) reported that full-time staff had been with the company longer than part-time staff
and argued that duration of employment may explain the higher levels of sacrifice reported by
full-time employees. Interestingly, when Gakovic and Tetrick factored out length of employment
with work status, the differences in reported levels of sacrifices remained. Another key finding of
the study was that when employees felt supported by their organization then they had a positive
“socio-emotional relationship” with their employer, regardless of work status (Gakovic &
Tetrick, 2003, p. 661). When staff members believed they were supported by their organization
then it positively influenced their perceptions that they had satisfied the needs of their employer
and vice versa (Gakovic & Tetrick, 2003). Feelings of organizational support also contributed to
employees’ reported emotional levels of commitment to their employer (Gakovic & Tetrick,
2003).
Moorman and Harland (2002) examined temporary employees utilizing these factors:
organizational commitment; perceived responsibility to the organization to put forth high job
performance and work effort; organizational support; and “organizational citizenship behavior”
(OCB) (p. 179). Employers rated OCB utilizing three elements: (1) assisting colleagues when
needed; (2) carrying out duties that exceeded employer expectations; (3) exhibiting support and
promoting the corporation (Moorman & Harland, 2002). Employees’ commitment and
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responsibility to the organization as well as perceived support by the organization were
positively correlated with OCB performance (Moorman & Harland, 2002). Interestingly, when
employees chose a job with the intention of increasing their skills and experiences it was
positively associated with higher OCB performance ratings (Moorman & Harland, 2002).
Conversely, when staff members chose to work primarily for economic purposes, they were less
likely to show evidence of high OCB performance (Moorman & Harland, 2002).
Rousseau (1990) examined recent MBA graduates regarding their perceived obligations
to employers for whom they recently accepted positions and their views of commitment
expressed by the organization during the recruitment process. Rousseau affirmed that there are
two distinct perceived factors that influenced the relationship between employer and employee:
(1) “transactional obligations” – in exchange for employees’ high performance, organizations
reward workers with professional development opportunities and other extrinsic rewards such as
higher wages, promotions, formal recognition, etc. and (2) “relational obligations” – in exchange
for demonstrating commitment to the employer, the organization ensures “job security” (p. 395).
Rousseau reported that there is an association between employees’ perceptions about their
“relational obligations” and their anticipated length of stay with employers (p. 397). Conversely,
there is no relationship between the organization’s belief of their relational commitment and an
employee’s commitment to sustain employment for an expected amount of time (Rousseau,
1990, p. 397). Individuals who have perceived their upcoming employment as a relational
commitment were more likely to express sustained engagement with the organization than those
who viewed employment as a means to the next career move, a transactional agreement
(Rousseau, 1990).
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Conway and Briner (2002) examined differences between job attitudes of full-time and
part-time banking and grocery staff members. Using Rousseau’s (1995) concept of a
“psychological contract,” Conway and Briner examined whether employees’ emotional
agreements explicate employees’ attitudes (p. 281). An emotional agreement is developed
through a series of interactions between the employee and the organization (Rousseau, 1995). As
a result of these conversations, the employee and employer formulate the promises they make to
each other (Rousseau, 1995). For instance, in exchange for an employee’s dedication to the
company, the employer promises to invest in developing the staff member professionally
(Rousseau, 1995).
Conway and Briner (2002) reported that there were differences between part-time and
full-time staff regarding their attitudes and behaviors as it related to their work (Conway &
Briner, 2002). Part-time bankers were more positive, more satisfied, possessed higher levels of
well-being, and were less inclined to leave when compared to their full-time counterparts
(Conway & Briner, 2002). Conversely, part-time employees had lower levels of emotional and
sustained commitment to the organization and were less inclined to exceed job expectations
(Conway & Briner, 2002). Grocery part-time staff had different attitudinal outcomes than the
part-time banking staff (Conway & Briner, 2002). Part-time grocery workers were less inclined
to quit and had lower levels of emotional and sustained organizational commitment (Conway &
Briner, 2002).
There were mixed results whether the “psychological contract” explained employees’
attitudes and behaviors (Conway & Briner, 2002, p. 293). For the banking group, the part-time
and full-time differences related to well-being, work satisfaction, and expectation to quit were
fully accounted by the degree to “which the psychological contracts [were] fulfilled” (Conway &
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Briner, 2002, p. 293). Also, the variance of sustained commitment and performance between
part-time and full-time staff was partially explicated by the diverse “psychological contracts”
among these different work groups (Conway & Briner, 2002, p. 293). Conversely, the degree of
fulfilling “psychological contracts” did not explain the differences between part-time and fulltime grocery staff members (Conway & Briner, 2002, p. 293). Conway and Briner (2002)
contended that the attitudinal differences of work satisfaction and well-being between part-time
and full-time employees can be minimized if staff “psychological contracts” were fulfilled
(Conway & Briner, 2002, p. 293). However, organizational commitment and performance
behaviors were not as strongly explained by fulfilling “psychological contracts” of different
work statuses (Conway & Briner, 2002, p. 293).
There were mixed research results when comparing attitudes and behaviors of part-time
and full-time staff. When comparing part-time staff and full-time employees, studies found partworkers were more: (a) satisfied overall (Conway & Briner, 2002; Jackofsky & Peters, 1987); (b)
positive (Conway & Briner, 2002); (c) satisfied with current wages (Gakovic & Tetrick, 2003;
Jackofsky & Peters, 1987); (d) satisfied with coworkers (Jackofsky & Peters, 1987); and
committed to the organization (Jackofsky & Peters, 1987). Conversely, when comparing parttime and full-time employees, part-time workers reported being: less satisfied with their jobs
(Eberhardt & Moser, 1995); not as pleased with their wages (Eberhardt & Moser, 1995; Steffy &
Jones, 1990); discontented with coworkers (Steffy & Jones, 1990); displeased with their
supervisors (Eberhardt & Moser, 1995); less engaged and committed in the organization
(Eberhardt & Moser, 1995; Marchese & Ryan, 2001); and less inclined to perform (Marchese &
Ryan, 2001). Alternately, Steffy and Jones (1990) found no difference in overall job satisfaction
between part-time and full-time employees.
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Upon analyzing these research studies, I found eight conditions that are essential when
considering future research: (1) the reason an employee chose the job (Feldman et al., 1995;
Marchese & Ryan, 2001; Moorman & Harland, 2002); (2) the type of part-time position
(Eberhardt & Moser, 1995); (3) the employee’s frame of reference about work and how his or
her job compares to others (Eberhardt & Moser, 1995); (4) work environment (Jackofsky &
Peters, 1987); (5) training and supervision (Steffy & Jones, 1990); (6) employee autonomy
(Marchese & Ryan, 2001); (7) mutual benefits of part-time work (Gakovic & Tetrick, 2003;
Jackofsky & Peters, 1987); and (8) relational (Conway & Briner, 2002; Gakovic & Tetrick,
2003; Moorman & Harland, 2002; Rousseau, 1990) and transactional agreements (Conway &
Briner, 2002; Rousseau, 1990). First, when an individual chooses a job for the purposes of
learning, then he or she is more likely to perform better (Marchese & Ryan, 2001; Moorman &
Harland, 2002) and demonstrate a commitment to the organization (Moorman & Harland, 2002)
when compared to part-time staff who accept a position for the money. Also, matching
employees’ experiences and education to their job (Feldman et al., 1995) and understanding the
reasons why staff accept their positions (Marchese & Ryan, 2001) will assist employers in
understanding employees better. Second, different types of part-time employment influence
staff’s needs, attitudes, and behaviors: “voluntary versus involuntary, permanent versus
temporary, and student versus non-student” (Eberhardt & Moser, 1995, p. 109). Third, part-time
employees use their own frame of reference (Rotchford & Roberts, 1982) to assess their work
situation (Eberhardt & Moser, 1995). For instance, student part-time workers often compare their
work circumstances to other part-time student employees (Eberhardt & Moser, 1995).
Employees who consider their part-time work outside the context of their career goals may
consider their work as a non-developmental activity (Steffy & Jones, 1990).
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Fourth, work environment influences part-time employees’ job performance and staff
turnover (Jackofsky & Peters, 1987). When employers treat part-time and full-time staff equally
it positively influences staff performance and reduces turnover (Jackofsky & Peters, 1987). Fifth,
providing more training, supervision, information sharing, and socialization opportunities may
help to reduce stress, workload, and role ambiguity of part-time employees (Steffy & Jones,
1990). Sixth, when part-time staff members are given the opportunities and skills to be more
autonomous it can increase work performance and commitment to the organization (Marchese &
Ryan, 2001). Seventh, recognizing the mutual benefits that exist within the part-time
employment structure is important (Gakovic & Tetrick, 2003; Jackofsky & Peters, 1987).
Employers benefit by being able to accommodate work demands with employees who can work
flexible hours (Gakovic & Tetrick, 2003; Jackofsky & Peters, 1987). Also, it is advantageous for
employees who need a more flexible work schedule to meet family or school needs (Gakovic &
Tetrick, 2003; Jackofsky & Peters, 1987).
Finally, employee and employer interactions shape the staffs’ perceived agreements,
which influences staff members’ attitudes, behaviors, and commitment (Gakovic & Tetrick,
2003). Organizational support positively affects employee’s emotions, which assists in
establishing a positive relationship with the organization and increases employee satisfaction
(Gakovic & Tetrick, 2003), commitment (Gakovic & Tetrick, 2003), and performance
(Moorman & Harland, 2002). When employees demonstrate commitment to the organization,
they are more likely to perform better (Moorman & Harland, 2002). Also, when part-time staff
establish a positive relationship with their employer they are more inclined to commit to specific
employment duration (Rousseau, 1990). Conway and Briner (2002) contended that when
employers provide organizational support, employees’ attitudes and behaviors improve.
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However, it is important to note that organization and performance behavior cannot be fully
explained by attending to staff relations (Conway & Briner, 2002).
In sum, when comparing work statuses, researchers have utilized various measures to
discern the similarities and differences between them. Investigators have reported similar and
conflicting results. There is still very little that we know about part-time employees. However,
drawing from previous research, salient concepts and dissimilarities about part-time employees
can help guide future research. Because this research project is focused on college student
employment, understanding part-time employees is important. Future researchers should
examine organizational policies and practices to discern how they affect employees’ attitudes
and behaviors (Jackofsky & Peters, 1987). Also, future investigators need to consider various
performance measures to assess the association between job performance and employees’
attitudes (Feldman et al., 1995; Marchese & Ryan, 2001). Future studies should examine how
different genders and ethnicities respond to increasing autonomy in the workplace (Marchese &
Ryan, 2001). Gakovic and Tetrick (2003) recommended conducting a longitudinal study to
analyze whether the development of a “social exchange relationship” between the employee and
employer increases staffs’ degree of investment and commitment to the organization (Gakovic &
Tetrick, 2003, p. 661). Also, future studies should include qualitative methods to explore the
“social exchange processes” of different work statuses (Gakovic & Tetrick, 2003, p. 662).
Analyzing working college students’ “social exchange processes” may provide some insight into
their performance and staff turnover (Gakovic & Tetrick, 2003, p. 663). Future studies should
use qualitative methods to explore other elements of part-time workers’ experiences that may
influence their “psychological contract[s]” (Conway & Briner, 2002, p. 298). Employee effort is
integral to the learning process (Billett, 2000). It would be interesting to explore the differences
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between employees who demonstrate their commitment to the organization and those who are
not invested to understand how this influences their learning in the workplace. More research is
needed for employers to better understand the differences between part-time and full-time
employees.
Conceptions of Learning Resulting from Workplace Learning Research
Many concepts of learning have been identified in the workplace learning research that
deserve further investigation. The conceptual statements synthesize the research related to
workplace learning. To achieve clarity, notions of on-the job learning were categorized into six
areas: (1) employee-related; (2) learning processes; (3) learning methods; (4) organizational
influences; (5) novices; and (6) part-time employment status. The learning concept summarizing
workplace novices will be discussed in the theoretical framework section because the salient
points were useful in making meaning of the findings in my study.
Employee-related. As a result of analyzing workplace learning research, I found five
main concepts directly related to the employee that deserve attention. First, employees’
competencies influence their capacity to learn (Clarke, 2005; Ellinger, 2005a, 2005b; Westbrook
& Veal, 2001). There are seven factors that positively affect employee proficiency: (1) the
capacity to gain knowledge (Clarke, 2005; Doornbos & Krak, 2006; Ellinger, 2005a, 2005b); (2)
the ability to learn new skills and understandings (Doornbos & Krak, 2006); (3) the ability to
realistically appraise one’s self to ascertain current competency levels and gaps in proficiencies
(Collin, 2002; van Woerkom, 2006; Wolf, 1997); (4) the emotional aptitude to deal with difficult
situations (Ellinger, 2005b); (5) the worker’s attitude about learning in the workplace
(Westbrook & Veal, 2001); (6) the capacity to understand and appreciate coworkers’ differences
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(Collin, 2002); and (7) the capability to determine which knowledge and skills are needed for the
situation (Collin, 2002) and apply them (Clarke, 2005). Second, when employees actually used
their skills, it led to learning new skills, knowledge, or understandings (Doornbos & Krak, 2006).
Third, there is a relationship between employees’ ability to exhibit learning behaviors and onthe-job learning. Twelve actions were associated with learning: (1) active participation in the
learning process (Clarke, 2005; Ellinger, 2005a, 2005b); (2) interacting with the work
environment (Billett, 2000; Ellinger, 2005a, 2005b; Eraut, 2007); (3) self-directedness (Clarke,
2005; Ellinger 2005a, 2005b); (4) recognizing the need for change (Ellinger, 2005b); (5) seeking
learning opportunities (Eraut, 2007; Fox et al., 2010); (6) exerting effort to learn (Billett, 2000);
(7) initiated and executed skills (Collin, 2002; Ellinger, 2005b); (8) critically reflecting on the
learning experience (Daudelin, 1996; van Woerkom, 2006); (9) interacting and relating to others
(Ellinger, 2005b; Eraut, 2007); (10) providing input (Eraut, 2007); (11) seeking opinions
(Ellinger, 2005b; Eraut, 2007); and (12) being open to criticism (Billett, 2000; Ellinger, 2005b;
Eraut, 2007). Fourth, self-efficacy and self-confidence are interrelated and considered to be
essential components of the learning process (Eraut, 2007; van Woerkom, 2006). Fifth,
employees have a need to spend more time on learning while at work (Westbrook & Veale,
2001). Analyzing how different competencies influence outcomes will help employers structure
more effective training and development to meet organizational goals.
Learning process. Two key elements related to the learning process are important to
consider when conducting workplace learning research. First, every aspect of employees’
experiences should be examined because learning occurs in everyday situations, including
frequent and non-frequent incidents (Collin, 2002). Second, there are three distinctive phases
involved in the learning process: (1) locating previous knowledge that is applicable to the current
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learning circumstance (Collin, 2002; Fox et al., 2010; Williams, 2003); (2) processing learning in
the present (Collin, 2002; Williams, 2003); (3) and exploring future possibilities through the
generation of new ideas (Collin, 2002); experimentation and evaluation (Collin, 2002; Williams,
2003). Evaluating processes associated with workplace learning is important to gaining a deeper
understanding of the critical components necessitating learning outcomes.
Learning methods. As a result of the research, six main concepts related to learning
methods were formulated. First, implementing learning methods provides opportunities for staff
to learn (Clarke, 2005; Collin, 2002; Eraut, 2007; van Woerkom, 2006). Second, seven major
learning strategies were identified: (1) providing new challenges (Clarke, 2005; Eraut, 2007),
tasks (Clarke, 2005; Collin, 2002; Ellinger, 2005a, 2005b), or learning opportunities (Clarke,
2005; Collin, 2002; Ellinger, 2005a, 2005b; Eraut, 2007); (2) ensuring that new learning
opportunities are appropriate for the employee’s current abilities (Eraut, 2007); (3) making
certain that employees are participating in the decision-making process (van Woerkom, 2006);
(4) intentionally integrating problem solving (Collin, 2002; Ellinger, 2005b; Eraut, 2007) and
experimentation activities (Collin, 2002) to provide staff opportunities to learn; (5) developing
an awareness that critical reflection activities are an essential part of the learning process and
dedicating time for contemplation (Clarke, 2005; Daudelin, 1996; Ellinger, 2005b); (6) endorsing
using multiple and varied resources (Clarke, 2005; Ellinger, 2005b; Eraut, 2007); and (7)
providing access to mentors or guides (Collin, 2002; Eraut, 2007; Fox et al., 2010). Third, there
are four key factors that influence the effectiveness of applying workplace learning methods: (1)
the quality of the method (Eraut, 2007); (2) the frequency of its use (Eraut, 2007); (3) using a
combination of strategies (Billett, 2000); and (4) sustained use of learning methods (Billett,
2000). Fourth, each learning strategy may produce different results and knowing why particular
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methods contribute to specific educational gains is important in understanding how to use
learning strategies (Clarke, 2005). Fifth, there is a triangular relationship between “challenge,
support and confidence” (Eraut, 2007, p. 417). Sixth, mentors must possess certain skills to
teach, monitor, and guide mentees (Billett, 2000). Facilitating learning strategies plays a
significant role in employees’ growth and development. More research is needed to understand
the functions of learning methods and how they regulate learning.
Organizational influences. Researchers identified four significant organizational level
concepts related to employee learning: (1) leadership, (2) work environment, (3) learning
networks, and (4) work structures. The main points will be summarized.
Committed leadership. Nine leadership actions contributed to the demonstration of
organizational commitment towards learning in the workplace. Leaders exhibited these
behaviors: (1) created opportunities for learning (Ellinger, 2005a); (2) mentored employees as an
example for others (Ellinger, 2005a); (3) constructed and supported time for reflection (Clarke,
2005) and learning (Ellinger, 2005a); (4) endorsed risk-taking (Ellinger, 2005a) and assuming
challenges (Clarke, 2005); (5) emphasized the importance for all employees to share their
expertise and help others in their growth (Ellinger, 2005a); (6) recognized workers’
achievements (Ellinger, 2005a); (7) modeled significant aspects of learning (Ellinger, 2005a); (8)
empowered others (Clarke, 2005); and (9) provided autonomous work environments (Clarke,
2005). It is clear that when leaders demonstrate consistent commitment towards learning they
have the capacity to influence employees’ attitudes regarding on-the-job learning. Leaders set the
stage for coworkers and supervisors to lead in similar ways, thus infusing a learning-oriented
organization.
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Work environment. Bolman and Deal (2003) contended that organizational culture and
symbols reinforce the importance of learning in the workplace. Five underlying tenets influenced
how learning was embedded in the work environment: (1) the meaning derived from workplace
incidents is the most important part of organizational culture; (2) events will be perceived
differently by employees; (3) when ambiguity exists workers are inclined to resolve
inconsistencies through the development of symbols; (4) more important than the event is the
expression manifested as a result of experiencing the activity; (5) culture brings people together
around a set of core values and principles (Bolman & Deal, 2003). Ten workplace symbols
promoted learning: (1) a dedicated room for formal learning activities (Ellinger, 2005a); (2)
allocating funds for learning and development (Ellinger, 2005a); (3) the selection of educational
topics intended to communicate the specified organizational climate (Ellinger, 2005a); (4)
promotion of a stance that formal and informal learning are interrelated (Ellinger, 2005a); (5) use
of experts to transfer informal knowledge through formal training activities (Ellinger, 2005a); (6)
dedicated time for learning (Westbrook & Veale, 2001); (7) expressed support for on-the-job
learning at all employee levels (Westbrook & Veale, 2001); (8) establishment of core values,
policies, and employee performance criteria that articulate the value and support for learning
(Westbrook & Veale, 2001); (9) design of physical space that provides access to and promotes
employee sharing and discussion (Ellinger, 2005a); and (10) offering opportunities that promote
interaction across teams (Ellinger, 2005a). It is clear that culture and symbols play a vital role in
promoting and supporting employee learning.
Learning networks. Building strong associations with a diverse network of people was
found to be instrumental in the learning process (Ellinger, 2005a). Factors contributing to
learning-oriented networks include: (1) access to employee; (2) valuing relationships; and (3)
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workers’ capacities to approach others for the sake of learning (Ellinger, 2005a). The
development of learning networks should be self-directed and boundary-free (Fox et al., 2010).
Also, advice must be timely and helpful (Fox et al., 2010).
Work structures. Six ways of structuring work activities enhanced learning in the
workplace: (1) staff cross-training (Ellinger, 2005a); (2) encouraging engagement that crosses
team boundaries (Ellinger, 2005a); (3) an organization that concentrates on processes rather than
functions of units (Ellinger, 2005a); (4) systems that encapsulate knowledge (Ellinger, 2005a);
(5) facilitated pace of work and change (Ellinger, 2005a); (6) increased self-efficacy and
competencies (van Woerkom, 2006). It is important to understand that job workload should
never exceed employee proficiency levels so that learning is maximized (van Ruysseveldt & van
Dijke, 2011). Also, HRD policies should always be considered when evaluating learning
effectiveness because they are indirectly related to each other (Clarke, 2005). Work structures
and policies influence learning effectiveness and should be taken into consideration when
assessing learning.
Part-time employment. Research that analyzed part-time work status and the effects it
had on employees and employers revealed mixed results. However, researchers identified eight
concepts that influenced part-time employee effectiveness: (1) they chose the job to learn
(Marchese & Ryan, 2001; Moorman & Harland 2002); (2) matched education and experience
with job (Feldman et al., 1995); (3) their type of work statuses (Eberhardt & Moser, 1995); (4)
how their work situation compares to others similar to them (Eberhardt & Moser, 1995); (5) how
they are treated (Jackofsky & Peters, 1987); (6) the training, oversight, information sharing, and
socialization opportunities afforded them (Steffy & Jones, 1990); (7) the chance to work
independently (Marchese & Ryan, 2001); (8) acknowledging the mutual benefits of part-time
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workers and the employer (Gakovic & Tetrick, 2003; Jackofsky & Peters, 1987); and (9) the
employee perceived emotional (Conway & Briner, 2002; Gakovic & Tetrick, 2003; Moorman &
Harland, 2002; Rousseau, 1990) and transactional agreements (Conway & Briner,; Rousseau,
1990) between the staff and the organization. It is important to consider all of these factors when
exploring part-time employees’ status.
Differences in gender and education. I found only one research study that examined
attitudinal differences about on-the-job learning and differentiated between gender and
educational levels (Westbrook & Veale, 2001). When comparing gender, females tended to be:
(1) less likely to spend time on learning; (2) more uncomfortable when taking the time to learn;
and (3) more concerned with needing more time to learn (Westbrook & Veale). When assessing
differences between educational levels, Westbrook and Veale found that individuals who had
education experiences beyond high school: (1) spent more time reading; (2) preferred reading as
a learning method; and (3) conveyed a desire to read more. Conversely, those employees who
had a high school degree or less were not as aware of the professional development benefits
provided by the organization (Westbrook & Veale). Future researchers need to investigate
gender, education, and ethnicity as it relates to workplace learning to better understand how these
differences play a role in employee development.
The majority of workplace learning research focused on full-time employees working in
various industries: manufacturing (Billett, 2000; van Woerkom, 2006), social services (Billett;
van Woerkom), retail (Billett), a power distribution company (Billett), healthcare (Clarke, 2005,
2006; Eraut, 2007; Wolf, 1997), engineering (Collin, 2002; Eraut), for-profit companies and
corporations (Daudelin, 1996; Ellinger, 2005a, 2005b; Eraut; Holton, 2001; Smith, 2004),
accountancy (Eraut), public school teaching (Fox et al., 2010, Williams, 2003), banks (Sprogøe
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& Rhode, 2009, van Woerkom), management consultants (Sprogøe & Rhode), police officers
(Doornbos & Krak, 2006), a postal office (van Woerkom), and a call center (van Woerkom).
There has been scant research in studying part-time employment and I only found research that
targeted off-campus workers such as banking (Conway & Briner, 2002); retail grocery workers
(Conway & Briner, 2002; Eberhardt & Moser, 1995; employees working for temporary agencies
(Feldman et al., 1995; Moorman & Harland, 2002); part-time and full-time employees attending
college part-time (Gakovic & Tetrick, 2003); retail merchandising (Jackofsky & Peters, 1987);
healthcare (Steffy & Jones, 1990); and Master of Business Administration graduates who
accepted a job (Rousseau, 1990). I did not find any workplace learning research focused on parttime student employees working on a college campus. Also, the part-time research focused on
quantitative analyses, often comparing satisfaction, attitudes, and perceptions of work. No
research workplace learning research targeting part-time employees were found that used a
qualitative methodology. Hence, analyzing part-time on-campus college employees will extend
workplace learning research. Examining student employees using a qualitative approach will
enable researchers to discover how college part-time workers develop work and leadership skills
as result of their work experiences.
Workplace learning research offered insights into factors that contribute to employee
development: (a) employee competencies; (b) utilization of various methods or strategies; (c)
organizational leadership; (d) work environment; (e) learning networks; and (f) work structures.
Also, investigators studied novices and part-time employees to discern whether they had special
needs and desires related to on-the-job learning. Only one study attempted to focus on gender
and educational differences regarding employees’ attitudes about learning at work. Research
findings helped to formulate common concepts of learning that will play an instrumental role in

118
the current research project, to investigate part-time college student employee learning. Findings
of the current study will extend and inform workplace learning research in the areas of employee
competencies, part-time work status, employers’ guided learning strategies, learning processes,
work environment, work structures, and learning networks. To contextualize how college student
leadership and campus student employment fit within the framework of the institution and
student affairs, the changing climate of higher education, the evolution of student affairs’ role
within higher education, and the learning tenets and dimensions as these relate to student affairs
work will be described.
Theoretical Frameworks
Maxwell (2005) defines theoretical frameworks as a “system of concepts, assumptions,
expectations, beliefs, and theories that supports and informs [the] research” (p. 33). As
contended by Merriam (2009), a theoretical framework is developed by “draw[ing] upon the
concepts, terms, definitions, models, and theories of a particular literature base and disciplinary
orientation…[which] in turn will generate the ‘problem’ of the study, specific research questions,
data collection and analysis techniques, and how [researchers] interpret [their] findings” (p. 67).
Very few research studies within college student employment have used theoretical frameworks
or models within the scholarly arena of workplace learning to analyze or make meaning of their
data. Workplace learning theoretical frameworks provide new insights into the college student
employment phenomenon. A summary of the various approaches to workplace learning research
will be highlighted. Then three theoretical frameworks that helped me make sense of my findings
will be discussed: novice workplace learning; Collin’s (2002) Categories of Learning Processes;
and Eraut’s (2007) Factors Affecting Learning at Work: Two Triangle Model.
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Workplace Learning Theoretical Frameworks
Because the workplace learning phenomenon is complex and multifaceted, researchers
have failed to provide a “systematic, sensibly conceptualized and comprehensive theorization”
(Collin, 2002, p. 134). Researchers have used various perspectives, theories, and models to
investigate and explain how learning occurs in a work setting. One primary tenet that researchers
agreed upon is that work is a natural and inherent setting for employee learning and development
(Billett, 2000; Clarke, 2005, 2006; Collin; Eraut, 2007; Daudelin, 1996; Ellinger, 2005a, 2005b;
Fox et al., 2010; Holton, 2001; Smith, 2004; Smith, 2003; Sprogøe & Rhode, 2009; van
Ruysseveldt & Dijke, 2011; Williams, 2003). Researchers examined the phenomenon of
workplace learning through various theoretical lenses: social constructivism (Billett, 2000;
Clarke, 2005; Collin, 2002; Doornbos & Krak, 2006; Ellinger, 2005a, 2005b; Eraut, 2007; Fox et
al., 2010; Lankau & Scandura, 2002; Sprogøe & Rhode, 2009; Wolf, 1997), guided learning
(Billett, 2000; Lankau & Scandura, 2002), cognitive reflection (Clarke, 2005; Daudelin, 1996),
organizational system theories (Clarke, 2005; Holton, 2001; Westbrook & Veale, 2001; Sprogøe
& Rhode, 2009), work demand causal models (van Ruysseveldt & van Dijke, 2011; van
Woerkom, 2006), and psychological orientations (Conway & Briner, 2002; Eberhardt & Moser,
1995; Feldman et al., 1995; Gakovic & Tetrick, 2003;Westbrook & Veale, 2001; Wolf, 1997).
After my themes emerged from this study, I reviewed the theoretical frameworks within
workplace learning research to find connections between my themes and scholarly work. Three
theoretical frameworks were closely associated with the findings in this study and I used them to
make sense of the outcomes of my study: novice workplace learning; Collin’s (2002) Categories
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of Learning Processes; and Eraut’s (2007) Factors Affecting Learning at Work: Two Triangle
Model.
Novice Workplace Learning
Similar to novices within their first three years of employment, college student
employees have unique needs as they transition into an on-campus student employment
environment and navigate their learning within their part-time work experiences. Drawing from
the novice workplace learning body of knowledge (Fox et al., 2010; Holton, 2001; Smith, 2004;
Sprogøe & Rohde, 2009; Williams, 2003), I identified several research outcomes in these areas:
(1) factors influencing novice learning; (2) ways novices learn from others; and (3) six
conditions contributing to novice learning.
Factors influencing novice learning. First-year employees have specific desires and needs
related to their learning. Five factors should be taken into account when working with novices:
(1) they enter the workforce at different stages of development (Fox et al., 2010); (2) they should
feel that their needs have been met (Fox et al., 2010); (3) the work environment should be
comfortable and open to encourage questioning (Fox et al., 2010; Sprogøe & Rhode, 2009);
seeking (Smith, 2004), and experimenting (Fox et al., 2010) activities; (4) tasks should be
administered in a progressive manner, from simple to complex (Sprogøe & Rhode, 2009); and
(5) building knowledge and experiences is important in gaining novices’ confidence (Sprogøe &
Rhode, 2009).
Ways novices learn from others. Nine elements are related to how novices learn from
others, which include: (1) interactions “between individual effort and workplace responsiveness
(Fox et al., p. 2010); (2) novice-to-novice communication, the most influential type of learning
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(Sprogøe & Rhode, 2009); (3) organizational gains of new and reconstructed knowledge as a
result of the iterative process when novices shared their ideas with their respective employers
(Sprogøe & Rhode, 2009); (4) external support from family, friends, and previous work
relationships (Fox et al., 2010); (5) the development of positive relationships in the new work
environment (Fox et al., 2010); (6) full participation and investment by all employees within the
organization (Smith, 2004); (7) employers knowing how to facilitate learning in the workplace
(Holton, 2001); (8) access to experts who teach and mentor (Fox et al., 2010); and (9) receiving
advice that is timely and helpful (Fox et al., 2010). Learning during the first year can be
described as implicit, immediate, and collaborative, crossing team boundaries (Williams, 2003).
Six conditions contributing to novices’ learning. Six conditions contribute to novices’
learning: (1) awareness that informal learning is a significant component of workplace learning
(Williams, 2003); (2) the quality of learning methods (Holton, 2001); (3) “full utiliz[ation of
novices’] skills and abilities,” which is the strongest predictor of achievement (Holton, 2001, p.
83); (4) sustaining learning strategies (Holton, 2001); (5) incorporating repetition in training and
orientation activities (Sprogøe & Rhode, 2009); and (6) providing opportunities for professional
discussions (Williams, 2003). It is important to note that the most influential learning methods
were those that were applied in a consistent and sustained manner (Holton, 2001). Also, staff
should be aware that some types of dialogue do not contribute to learning; rather they detract
from employee development (Williams, 2003). Understanding the special needs of novices is
important.
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Collin’s (2002) Categories of Learning Processes
As a consequence of Collin’s (2002) research, he developed six major categories and
three subcategories to describe the types of learning conceptualized by engineers. The six major
categories were: “(1) from doing the work itself; (2) co-operation with colleagues; (3) evaluating
work experiences; (4) taking over something new; (5) through formal education; and (6) the
contexts outside of work” (p. 140). The concept “evaluating working experiences” was divided
into three subcategories: “(1) by one’s working experiences; (2) learning from mistakes; and (3)
accumulation of competencies” (Collin, p. 140). The learning concept “taking over something
new” was broken down into six subcategories: “(1) learning as finding out; (2) Eurekaexperiences; (3) innovating, discovering, thinking; (4) learning as applying; (5) learning as
experimenting; and (6) learning as creating” (Collin, p. 140). The “contexts outside of work”
concept was divided into three subcategories: “(1) interest in technical equipment; (2) learning as
benchmarking; and (3) exhibitions, clients, as a source” (Collin, 2002, p. 140). A significant
finding of the study was that “learning was most frequently described as the outcome of the
evaluation of one’s work experiences and of co-operation and interaction with colleagues” (p.
147). Two concepts need to be emphasized: (1) one’s capacity to accurately assess one’s self
may be a prerequisite of maximizing learning, and (2) interaction and working with colleagues
one-on-one, in small groups or teams seem to be optimal methods for employees to learn.
Eraut’s (2007) Factors Affecting Learning at Work: Two Triangle Model
In the second part of his study, Eraut (2007) developed a model to describe the elements
that affect workplace learning. Eraut divided the model into two distinctive areas: (1) factors
influencing learning and (2) elements influencing the context of learning. The three components
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Eraut identified to influence learning were: “(1) challenge and the value of the work; (2)
feedback and support; and (3) confidence and commitment and personal agency” (p. 418). Eraut
contended that “the value of the work” related to the challenge and “feedback and support” both
significantly influenced the employee’s “motivation and commitment” (p. 417). Another
important finding was the challenge had to be appropriate for the employee (Eraut, 2007). In
other words, the worker should not feel “under-challenged” or “over-challenged” (Eraut, 2007, p.
417). It is important to note that confidence is related to two different elements: (1) the sense that
the employee had the capacity to complete the task and (2) the “support and trust” conveyed
from co-workers about the employee’s abilities (Eraut, 2007, p. 417). Also, “personal agency”
had a significant influence of maintaining the employee’s motivation, which was affected by two
factors: (1) the worker’s “sense of choice” and (2) the staff’s “sense of progress” (Eraut, 2007, p.
418).
The contextual elements influencing learning included: “(1) allocation and structuring of
work; (2) encounters and relationships with people at work; and (3) individual participation and
expectations of their performance and progress” (Eraut, 2007, p. 418). One of the main factors
influencing the employee’s progress was “the allocation and structuring of work” (Eraut, 2007,
p. 418). Eraut (2007) identified three elements that affected the staff member: (1) the level of
difficulty of the task; (2) whether the assignment was designed to be more “individual or
collaborative”; and (3) the availability afforded for working with others with expertise and
experience (p. 418). Eraut emphasized that providing opportunities for staff members to work
with others may influence the amount of feedback and support that the individual feels. A
common issue was that employees did not feel that they received adequate feedback and support
related to their “performance and progress” on the assigned project which in turn “weakened
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their motivation and commitment” (p. 419). In culmination, Eraut recommended four key
strategies for increasing learning outcomes: (1) provide “support and feedback; (2) increase “the
quantity and quality” of learning opportunities; (3) supervisors should use their influence to
create a culture of workplace learning and distribute leadership opportunities to experienced staff
members; and (4) all employees need to understand the various ways that individuals learn, “to
be able to discuss learning needs in the context…or progress…and performance,” and to address
the elements that promote and inhibit learning (p. 420).
Summary of Research
In this section, I reviewed and examined literature for three research areas: (1) collegiate
out-of-classroom learning; (2) college student employment, and (3) workplace learning. From
the literature review on collegiate out-of-classroom learning it is evident students gained
competencies from their engagement in extracurricular activities. However, most out-ofclassroom experiences investigated were students who served in leadership roles within their
organization. This research area focused very little on the on-campus student employment
experience. Within the collegiate extracurricular research area there is some evidence to suggest
that there may gender and ethnicity differences that play a role in student learning.
Within the college student employment body of research, much of the focus has been on
the way that college student work affects academic achievement and persistence. Studies have
compared the effects of worksites (on or off campus) and differences between employed and
non-working students on academic success. College student employment researchers have
identified learning outcomes as a result of student work experiences. However, very few
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researchers have examined the processes and development aspects of learning in the workplace
(Carr, 2005).
More in-depth qualitative studies are needed to help practitioners “understand the
[learning] experiences” of students in a work setting (Merriam & Simpson, 2000, p. 97).
Researchers need to revise methods to include student reflective processes over a period of time
so that participants can better identify and describe learning (Carr, 2005; Hobbs et al. 2007;
Ketchum-Ciftci, 2004). Methods of creating a more open dialogue for students to feel
comfortable sharing both negative and positive aspects are an important part of gaining more rich
and comprehensive data (Hobbs et al. 2007).
Examining learning within the workplace learning research area provides new insights to
consider when investigating learning within college student employment. Drawing from this
body of knowledge, six factors were identified that play a role in workplace learning: (1)
employee-related; (2) learning processes; (3) learning methods; (4) organizational influences; (5)
novices; and (6) part-time employment status. When examining college student employment
these factors should be studied. Researchers in workplace learning have developed some
theoretical frameworks and models to conceptualize and evaluate learning in the workplace
which may provide new insights when investigating college student employment. I will use three
closely associated frameworks to provide meaning to the findings in my study.
Chapter Summary
Chapter 2 provided a review of the literature relevant to learning with the on-campus
college student employment environment. I began the chapter by providing an historical
overview of college student employment research and the deficiencies of this body of research.
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Then, I defined the Learning Reconsidered learning dimensions and used them as framework to
organize learning outcomes found in collegiate out-of-classroom learning and college student
employment. Next, I reviewed and provided implications of the research related to collegiate
out-of-classroom learning. Then, I examined the literature related to college student employment,
and provided an overview of the implications of this body of research. Next, I reviewed the
research related to workplace learning and identified six concepts of learning gleaned from the
workplace learning literature. Then, I summarized the various theoretical approaches researchers
used to examine workplace learning. Finally, I proposed three theoretical frameworks that
closely aligned with my themes and findings which proved to be useful in making meaning of
the research outcomes in my study.

CHAPTER 3
METHODS
The purpose of the study was to examine the on-campus, part-time employment
experience of traditional aged college students working in campus recreation at one large, public
Midwestern university, to gain a deeper understanding of how learning occurs within this
workplace setting. The primary research question guiding this study was: How do on-campus
student employees describe their past and current experiences as they relate to their learning?
Secondary research questions included:
1. What strategies do college student employees use to navigate learning within their
student employment experience?
2. How do student employees’ perceptions of work change over time?
I discovered, from reviewing prior literature, that student affairs professionals know very little
about how learning occurs within the on-campus college student employment experience. Most
workplace learning research has focused on full-time employment (Marchese & Ryan, 2001;
Rotchford & Roberts, 1982; Steffy & Jones, 1990). Investigators who studied part-time
employment focused on off-campus workers in retail (Peters, 1987), banking (Conway & Briner,
2002), and manufacturing (Marchese & Ryan). When investigating college student learning
related to extracurricular activities, most researchers concentrated on examining students who
were engaged in organizational activities (Cooper et al., 1994; Romano, 1996). Next, I present
the design of the study, the researcher’s role, site selection, participant selection, consent, data
collection, data analysis, and trustworthiness.
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Methodology
When reviewing the scholarly work related to collegiate extracurricular learning,
workplace learning, and college student employment, researchers used a variety of research
methods to study learning: quantitative, qualitative, and mixed methods design. A majority of
college student employment researchers utilized descriptive statistics (Bradley, 2006) to measure
the directional effects of work on several facets of the college student experience such as
academic measures (Greenbank et al., 2009; Hood et al., 1992; Kulm & Cramer, 2006; Tam Oi I
& Morrison, 2005; Pascarella et al., 1994; Robotham, 2009); career development-related
elements (Bradley, 2006; Greenbank et al., 2009; Luzzo et al., 1997; Molseed et al., 2003; Tam
Oi I & Morrison, 2005); family relationships such as support or time with family (Bradley, 2006;
Hobbs et al., 2007; Kulm & Cramer, 2006; Tam Oi I & Morrison, 2005); finances (Bradley,
2006); interaction with peers or faculty (Lundberg, 2004; Pike et al., 2008); health or time to rest
(Bradley, 2006; Tam Oi I & Morrison, 2005); non-academic endeavors such as time to socialize
and establish friendships (Bradley, 2006; Kulm & Cramer, 2006), and participation in
extracurricular activities (Bradley, 2006; Hood et al., 1992; Kulm & Cramer, 2006; Tam Oi I &
Morrison, 2005); satisfaction levels with life (Bradley, 2006; Darmody & Smyth, 2008) or the
university (Bradley, 2006); and felt institutional support (Pike et al., 2008).
Previous research suggests that indirect and direct influences could potentially enhance
the student workplace (Crook et. al, 1984; Ehrenberg & Sherman, 1987; Pascarella et. al, 1994,
1998; Pike et. al, 2008). Ehrenburg and Sherman (1987) demonstrated the complexity of coexistent variables (Ehrenberg & Sherman, 1987) and the interplay of independent and dependent
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components that either directly or indirectly influenced student employment. For example,
Ehrenberg and Sherman (1987) admitted that other factors such as loan burdens may have
impacted the relationship between employment and GPA or academic persistence. The American
Council on Education (2006) affirmed that there is "no single measurement [that] can adequately
assess the impact that work may have" (p. 4). Although quantitative methods evaluated student
employment’s effect on specific variables, these approaches simplify the multi-variable
complexity of the problem by studying one or two aspects of the phenomenon. I wanted to study
this complex and multi-faceted phenomenon (Collin, 2002) from the perspective of how college
students make meaning of their employment experience (Merriam, 2009). I chose a basic,
interpretative qualitative research design to examine learning within the on-campus college
student employment experience. Merriam (2009) argued that “qualitative researchers are
interested in understanding how people interpret their experiences, how they construct their
worlds, and what meaning they attribute to their experiences” (p. 5). The goal of basic
interpretative qualitative “research is to understand the phenomenon and the meaning it has for
the participants” (Merriam, p. 34). Because my study focused on how student employees
understand their own learning as it relates to their workplace experiences, I chose this basic
interpretative research design.
I employed a basic qualitative research design rooted in a constructivist paradigm.
Constructivism theorizes that “learning is a process of constructing meaning; it is how people
make sense of their experience” (Merriam, 2006, p. 26). Since I am interested in knowing how
student employees construct their own meaning as a result of their work experience, it aligns
with using a constructivist paradigm. The emphasis is placed on the meaning constructed by the
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people experiencing the phenomenon (Merriam, 2009). Creswell (2007) described the important
elements of constructivism:
In this worldview, individuals seek understanding of the world in which they live and
work. They develop subjective meanings of their experiences….[which] are varied and
multiple, leading the researcher to look for the complexity of views….These subjective
meanings….are formed through interaction with others…and through historical and
cultural norms that operate in individuals’ lives. (pp. 20-21)
By using a constructivist approach, I listened and searched for how college students
constructed their own meaning about how work related to their own learning. I acknowledged
Erikson’s (1968) work, who indicated that employees may find meaning of their on-campus
employment experiences in different ways. The common elements of a qualitative research study
will be highlighted to better understand the standards that guided this research project.
Common Characteristics of Qualitative Research
Various researchers defined qualitative research in an effort to better discern how this
type of approach differs from other forms of research. Denzin and Lincoln (2005) described
qualitative research as “a situated activity that locates the observer in the world….by study[ing]
things in their natural settings, attempting to make sense of, or interpret, phenomena in terms of
the meanings people bring to them” (p. 3). Van Maanen (1979) described qualitative research as
an all-encompassing term that encapsulates a variety “of interpretative techniques which seek to
describe, decode, translate, and otherwise come to terms with the meaning, not the frequency, of
certain more or less naturally occurring phenomena in the social world” (p. 520). Merriam
(2009) argued that the mere definition of qualitative research is insufficient in completely
understanding the complexity of this type of research. Consequently, I will identify eight factors
of qualitative research to expand our understanding of this type of investigation.
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Eight elements characterize qualitative research: (1) the data are drawn from its natural
setting (Bogdan & Biklen, 2007; Merriam, 2009); (2) the researcher is the main mechanism from
which data are collected and evaluated (Bogdan & Biklen, Merriam); (3) data are obtained from
words, drawings, and photos that are rich in description that describe and interpret the
phenomenon (Bogdan & Biklen, Merriam); (4) researchers are focused on the process rather than
the outcome of the study (Bogdan & Biklen, Merriam); (5) the research process is inductive
rather than deductive (Bogdan & Biklen, Merriam); (6) meaning and understanding are the
central purpose of the study (Bogdan & Biklen, Merriam); (7) multiple sources are used to
collect data; and (8) the study is “emergent and flexible” (Merriam, p. 16). Most of these
characteristics are commonly understood among qualitative researchers (Merriam).
The Researcher’s Role
Lincoln and Guba (1985) contended that researchers “need to recognize that objectivity
in its pure form is an unattainable state [because there is no]…single, tangible reality” (p. 108);
rather, from the naturalistic paradigm “there are multiple realities” (p. 37). As a researcher I am
not absent of opinions and previous experiences, which is “neither possible nor desirable”
(Bogdan & Biklen, 2007). Instead, as a qualitative researcher I am encouraged to recognize my
bias on the topic, “to be open to being shaped by the research experience and to have [my]
thinking be informed by the data” (p. 38). Also, my role as a researcher is to provide as much
detail as possible of the process, activities, and participants’ stories that contributes to the
knowledge of the field (Bogdan & Biklen; Corbin & Strauss, 2008).
I acknowledge that my experiences shape my perspective on the topic. I have worked in
Student Affairs & Enrollment Management for 26 years and within Campus Recreation for over
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19 years at two different institutions. During my tenure, I have worked in Student Activities,
Residential Facilities, and Campus Recreation where I have supervised and mentored hundreds
of students in varying positions such as Intramural Supervisors, Intramural Officials, Group
Fitness Instructors, Open Recreation Facility Supervisors and Building Staff, Lifeguards, Student
Managers, and Office Workers. Within Campus Recreation, I have extensive knowledge and
specifically directed these program areas: aquatics, group fitness, intramural sports, sport clubs,
open recreation, facilities operations, and business operations. I have been a director of a campus
recreation program for approximately eight years and oversee the entire department, which
consists of aquatics, business operations, group fitness, facilities operations, intramural sports,
membership services, nutrition education, open recreation, outdoor adventure rentals and trips,
personal training, and sport clubs. As director, I provide the overall direction for the department,
whose purpose is to enhance students’ personal development through intentional program design
and delivery of recreation and leisure activities.
Throughout my experiences of working with student employees I have witnessed and
heard from hundreds of students that their work experience has helped them grow and develop.
Still, I observed other student workers who struggled to learn in the workplace and found no
value in the part-time experience. I found myself wanting to study this phenomenon in an effort
to provide insight for colleagues who work with student employees in universities and colleges
who also have been challenged by students who have not pursued their own learning and
development within the on-campus work experience.
From my experiences working in settings where part-time on-campus student employees
work and interact with others, I have formed my own set of beliefs about the student learning
experience. I believe that college student employees come to the on-campus workplace with
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varying motivations and interests regarding their job, learning, and personal development.
Student workers begin their on-campus jobs with different levels of competencies. I discussed
with supervisors their views on the student employment experience and they had varying
perspectives whether or how the on-campus employment experience contributes to student
learning and development. From my observations of supervisors, I believe that they possess
varying skill levels to facilitate learning in the workplace. I have seen where college student
employees increased their competencies and capacity to learn in the workplace as a result of their
on-campus employment experiences. I have witnessed departments that created a culture of
learning which positively influenced student employees’ motivation to learn and develop.
Merriam (2009) contended that “both parties bring biases, predispositions, attitudes, and
physical characteristics that affect the interaction and the data elicited” (p. 109). Merriam argued
that “taking a stance that is nonjudgmental, sensitive, and respectful of the respondent is but a
beginning point in the process” (p. 109). During the interviews and data analysis, I reminded
myself to be sensitive and respectful of the participants’ stories. During the interviews, I
conveyed to participants that I wanted to hear their stories and that there was no right or wrong
answer to my questions. I encouraged open and honest feedback and ensured that their identity
would be kept confidential.
I developed semi-structured questions so that participants shared both challenging and
rewarding experiences, which contributed to offering different perspectives about their reality of
their work and learning experiences. I maintained a neutral position during interview sessions by
not conveying my “beliefs or values of the respondents’ position” (Merriam, 2009, p. 106). As a
researcher it was important for me to not provide feedback regarding participants’ opinions or
stories to avoid leading or persuading them to answer in a specified way.
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Research Procedures
Site Selection
I considered two elements when selecting a site: (1) a mid-sized university that offers a
variety of recreation programs to gain an understanding of a variety of student work experiences
and (2) an organization that has created a learning culture by providing ongoing training and
development in a variety of ways. I wanted to be able to recruit participants from different
backgrounds and experiences, which provided various perspectives related to the research
problem (Glesne, 2006). As a result of my extensive experience in collegiate recreation, I know
mid-size universities host a variety of program areas: aquatics, fitness/wellness, intramural
sports, open recreation, outdoor adventure, and sport clubs. The breadth of programs at this site
enabled me to find individuals from a variety of Campus Recreation program experiences.
I wanted a campus recreation department that was a learning organization. I searched for
an organization that invested considerable time mentoring, supporting, and encouraging students’
development of personal and work skills. I wanted a department that facilitated and supported
learning in five ways: (1) there was a substantial staff training program either department-wide
or program-specific; (2) student staff positions provided opportunities for employees to work
independently; (3) staff meetings were regularly conducted; (4) student staff were required to
reflect on their work experience on a regular basis as it related to their learning; and (5) there
were opportunities for student staff to be challenged during their work. Also, the focus of this
research project was to focus on campus recreation student employees in order to “uncover the
interaction of significant factors characteristic of the” learning process (Merriam, 2009, p. 43).
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Bounded within the context of this campus recreation department are the inseparable elements
such as the learning culture, the work environment, and the patrons and staff which contribute to
the uniqueness of participants’ learning experiences.
As noted by Daudelin (1996), reflective practices in the workplace are a critical element
of the learning process. The targeted campus recreation program serving as the study site is
unique because professional and graduate assistant staff members developed two specific
methods that provided opportunities for student staff to reflect on their on-the-job learning. First,
student employees were required to develop a goal related to their job responsibilities and
complete a goal worksheet that asked them to identify their goal, report on their progress of
achieving the goal, and describe what they learned as result of setting a goal in the workplace.
Second, student workers were required to complete an end-of-semester questionnaire (see
Appendix A) which asked them to reflect on what they learned about themselves and others as a
result of their work experiences. These initiatives created a unique workplace-learning
environment and provided me an opportunity to evaluate data to determine how these
interventions affected student learning within this specific work environment.
Description of the site. My research site was at a Campus Recreation department at a
Midwestern university which supported approximately 25,700 students, faculty, and staff in their
recreational pursuits. The university was a comprehensive teaching and research institution and
offered seven degree-granting colleges with 57 undergraduate majors and 71 programs of study,
including eleven doctoral degrees. The undergraduate students’ average age was 22. Just over
half (50.1%) of undergraduate students were men, and 49.9% were women. Over 39% were
ethnic minorities and approximately 719 international students represented about 122 countries.
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Campus Recreation (CR) was one of 23 departments in the Division of Student Affairs &
Enrollment Management. CR provided recreation programs for students, faculty, and staff to
support their healthy lifestyle personal pursuits in the areas of fitness, nutrition, personal training,
wellness, outdoor adventure, and sports. In fiscal year 2013, the Open Recreation program
offered approximately 5,975 hours of recreation time and 434,774 individual uses. Through
intramural sports, group fitness classes, nutrition counseling, personal training, outdoor
adventure trips, and sport clubs, CR offered 4,703 diverse recreational opportunities and there
were approximately 63,691 participations. Approximately 175 student employees worked at CR.
Participant Selection
I used a chain or network sampling method, which is a form of purposeful sampling, in
an effort to obtain a sample of study participants who would provide in-depth insight and
understanding to the phenomenon to be investigated (Merriam, 2009). Patton (2002) contended
that the strength of purposeful sampling comes from the selection of “information-rich
cases…from which one can learn a great deal about the issues” related to the purpose of
investigation (p. 230). Merriam asserted that the first step critical in purposeful sampling is to
develop criteria to select the site and the study participants. Merriam contended that the list of
criteria must support the intent of the study and guide the investigator in identifying and
selecting participants who are “information-rich” (p. 78). In the next section I will describe the
criteria for site and study participants.
I identified three criteria for selecting participants that aligned with the intent of the
research study. First, since the study focused on traditional aged students, all but one of the study
participants were between the ages of 18 and 24. One student employee was 26 years of age and
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I chose to include him in the study because prior to Campus Recreation, the student, who I will
refer to as Delonte, worked in a dining unit for three months and he considered Campus
Recreation to be his first job. Also, Delonte experienced financial challenges that forced him to
leave school for a while. Delonte’s perspective of himself aligned more with a traditional aged
student as he explained, “it’s taken me probably longer than the…normal adult to gain certain
responsibilities and…get to the place I am now.” Second, participants had worked for the
department for a minimum of three months. This criterion ensured that student workers had
sufficient work experience to be able to reflect on and share their experiences. Third, I looked for
student employees who may provide different perspectives about workplace learning to
strengthen the trustworthiness of the study (Glesne, 2006). In addition, I asked participants if
they were willing to: (1) write six weekly learning reflections; (2) allow me to collect
particpants’ documents collected by the department related to the research; and (3) complete a
participant demographic survey.
I decided to obtain referrals from current professional staff members because they knew
the student employees and would be better able to identify individuals who met the criteria.
Upon approval from the university’s Institutional Review Board (IRB), I e-mailed professional
staff, describing the purpose of the study and the criteria for study participants, and asked their
assistance to help identify potential participants (see Appendix B). Professional staff e-mailed
me suggestions of potential participants for my study. I sent an e-mail invite to each
recommended student employee, described the purpose of the study, the participation criteria,
and the expectations of participation (see Appendix C).
Eight student staff members did not respond to my e-mail invite; one student employee
declined my invite to participate in the study; and nine student staff agreed to participate. I
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reviewed study participants’ criteria prior to their participation in the study and discovered that
one student employee was a graduate student and did not meet the criteria. These participants
worked in one or more program areas which included Aquatics, Intramural Sports, Open
Recreation, and Outdoor Adventures. All employees worked in a supervisory position and
oversaw various student staff positions such as fitness attendants, membership service staff,
officials, and outdoor adventure attendants. These student staff members assisted in planning,
implementation, supervision, and evaluation of programs and services offered by their respective
program areas.
Consent
I obtained approval from Northern Illinois University’s Institutional Review Board (IRB)
prior to recruiting any participants to ensure that participants were protected from undue harm.
During the first meeting with each participant, I explained the purpose of my study and
indicated, before we proceeded with the first interview, that participation in my study was strictly
voluntary and that the participant must sign a consent form to participate which included: (1) the
purpose of the study, (2) the expectations of the participant, (3) how I will keep their identity
confidential, (4) the benefits of the study, (5) contacts if there are questions or issues regarding
the study, (6) participants’ rights, and (7) signatures from participants consenting that they will
participate and allow me to audiotape all three interviews (see Appendix D).
Data Collection
Depending on the purpose of the basic qualitative research study, various forms of data
are collected and analyzed (Merriam, 2009). I used two types of data: (1) interviews and (2)
documents. Documents included: (1) interview notes; (2) reflective journals; (3) demographics;
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and (4) documents previously collected by the campus recreation department. The documents
previously collected by the department were: (1) reflective journals; (2) end-of-semester
employee surveys; (3) employee goal worksheets; (4) staff retreat program evaluations; (5)
reflective artifacts from leadership activities; and (6) demographics. These data-collection
methods further strengthened the trustworthiness of the study because I was able to achieve data
triangulation (Lincoln & Guba, 1985). “Triangulation of data is crucially important in naturalistic
studies” (Lincoln & Guba, 1985, p. 238). Data should be tested against other similar data from
“at least one other source….and/or a second method” in order to validate the findings (Lincoln &
Guba, 1985, p. 238). Each study participant was assigned a pseudonym to ensure anonymity.
Pseudonyms were used on all interview transcripts, field notes, and participants’ documents.
Interviewing. I obtained a large part of the data for this study from interviewing study
participants. The main purpose of interviewing someone is to discern what is “in and on someone
else’s mind” (Patton, 2002, p. 341). Patton further explicates that:
We interview people to find out from them those things we cannot directly observe….We
cannot observe feelings, thoughts, and intentions. We cannot observe behaviors that took
place at some previous point in time. We cannot observe situations that preclude the
presence of an observer. We cannot observe how people have organized the world and
the meanings they attach to what goes on in the world. We have to ask people questions
about those things. The purpose of interviewing, then, is to allow us to enter into the
other person’s perspective. (pp. 340-341)
I used Seidman’s (2006) phenomenological interview model, which incorporated three
individual interviews with each study participant. Seidman contended, “People’s behavior
becomes meaningful and understandable when placed in the context of their lives and the lives of
those around them” (pp. 16-17). I used face-to-face interviews so that I could pick up on verbal
expressions and nonverbal cues to gain a clearer picture of the intent of the participants’
communication.
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I applied Seidman’s (2006) interviewing strategies to my research project to provide a
more equitable research situation: (1) made clear the purpose of the study to participants; (2)
detailed the processes of the investigation to the respondents; (3) developed a written consent
form that incorporated all the rights and responsibilities of the researcher and the study
participants; (4) scheduled interviews at a time and location that was suitable for the interviewee
and investigator; (5) conducted interviews so that the voice of the participant was heard rather
than my personal interest and convictions; and (6) established a trusting relationship with
respondents so that participants were “willing to share their experience[s]” (p. 110). In addition,
the interview questions and recording device set a professional tone for the interviews.
Concerned about students’ forthrightness and my fear that participants would tell “me what they
think I want to hear,” I reassured participants that: (a) the interviews were safe place to disclose
their opinions and feelings about their work experience; (b) their names will be kept confidential;
(c) there were no right or wrong answers; (d) learning is an individual journey; and (e) there will
be no repercussions to disclosures (Weis & Fine, 2000, p. 89).
I developed a series of semi-structured, open-ended questions (see Appendix E) that
allowed participants to reconstruct their experiences within the topic of personal development
and learning (Seidman, 2006). I modified the interview questions I developed from two previous
doctorate course assignments to use in this study. I selected a semi-structured interview format
because I assumed participants would perceive their experiences in their own unique ways
(Merriam, 2009). For this type of interview structure I developed a list of questions as a means of
seeking information from all participants, but the order and language of the questions used were
not firmly followed (Merriam). This type of interview structure allowed some flexibility for me
to ask questions and probe participants as “the worldview” of participants emerged and different
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ideas about the topic arose (Merriam, p. 90). A summary of themes was developed and sent to all
participants. Participants were asked to confirm whether they could identify with the themes.
Seidman (2006) proposed that the interviews be divided into a series of three interviews,
spaced three days to a week apart so that there is time to reflect on the previous interview but not
too much time that the participant loses the connection between the series of interviews. College
students’ lives are busy and because they may need more time to reflect on their prior interview,
I arranged interviews an average 14 to 16 days apart, except one student had to schedule his third
interview 44 days apart from his second interview because he had to go home for a period of
time in the summer.
Seidman (2006) indicated that 90-minute interviews help participants to appropriately
place the topic within “the context of their lives and reflect on the meaning” (p. 21). Seidman
contended that the important thing is to decide and communicate the length of time to the study
participants so that expectations are clear. I shared with each participant that each interview was
estimated to be 90 minutes long. Interview lengths ranged from 14 minutes and 20 seconds to
two hours, 7 minutes and 18 seconds. I asked the participant who went over his 90-minute time,
during his second interview, if he wanted to stop and pick this up for the second interview or
continue. He chose to continue with the interview.
The first interview focused on the participants’ life history and previous experience as it
related to the topic (Seidman, 2006). Seidmen indicated that this helps to place the individual
within the context of their life story. The primary overarching research question investigated in
this study was: How do on-campus student employees narrate their past and current experiences
as they relate to their learning? Therefore, it was important for me to understand how participants
defined and described their learning prior to their employment experience in CR. I asked student
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staff about how family, friends, mentors, and previous life experiences, such as jobs and
activities, played a role in their learning and development. The second interview focused on
student employees’ present experiences as it related to their learning. Seidman indicated that it is
important to encourage participants to share the details of their current experience. During the
second interview, I focused on a series of open-ended questions asking student employees to
share the details of their work day and to discuss stories about situations that occur within their
work (Seidman). The third interview focused on what learning in the workplace means to the
employee and will mean to the employee in the future (Seidman). Seidman contended that
participants develop their own meaning during all three interviews; however, during interview
three participants in the study “focus on the question in the context of two previous interviews
and make that meaning making the center of…attention” (p. 19).
As indicated by Seidman (2006), I focused on the intent of each interview and tried to
stay within the scope of the session. There were times that participants shared CR work
experiences in their first interview. I let them finish their statement and then reassured them that
their CR job experience would be discussed in the second session. Considerable time was spent
interviewing eight participants, which equated to approximately 20 hours of interview time.
Interview notes. I took interview notes during each interview to collect information about
the setting, the participant, and any important elements that arose during the interview. It is
important to capture the essence of the interview such as the mood and the quality of the
interaction and include this as part of the analysis (Merriam, 2009). I transcribed my interview
notes to capture thoughts about the interview, which were included in the data analysis
(Merriam).
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Document analysis. Documents included: (1) reflective journals; (2) interview notes; (3)
demographics; and (4) documents previously collected by the campus recreation department. The
documents previously collected by the department were: (1) reflective journals; (2) end-ofsemester employee surveys; (3) employee goal worksheets; (4) staff retreat program evaluations;
(5) reflective artifacts from leadership activities; and (6) demographics. When interview data is
matched with data from different sources it contributes to the trustworthiness of the research
study (Lincoln & Guba, 1985). To further strengthen the authenticity of my study, I collected and
analyzed data from several different sources: (1) reflective journals; (2) end-of-semester
employee surveys; (3) employee goal worksheets; (4) staff retreat program evaluations; (5)
reflective artifacts from leadership activities; and (6) demographics.
Reflective journals. The research in workplace learning, college student employment, and
college leadership all stress the importance of continual reflection (Clarke, 2005; Daudelin,
1996; Ellinger 2005b; Eraut, 2007; Keeling, 2004; Van Woerkom, 2006) as part of the learning
process. Carr (2005), Hobbs et al. (2007), and Ketchum-Ciftci (2004) contended that student
employees lack the critical reflection skills needed to realistically evaluate (Keeling, 2004) their
work experiences. Daudelin and Billett (2000) contended that purposeful reflective questions
will aid the employee in understanding the learning situation better. Hence, I developed
reflective open-ended questions (Daudelin) to guide student employees in identifying learning
experiences that they believe are meaningful to them and describe those experiences (see
Appendix F). Since I asked participants to conduct ongoing reflections through journal writing it
may help trigger their recollection of learning incidents that occurred previously. After reading
their reflections, I noticed that some participants talked about those specific experiences during
subsequent interviews, which further reinforced that these reflection questions may have assisted
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participants in recalling learning incidents that may otherwise have been forgotten or difficult to
recall.
I asked participants to write six journal entries by reflecting on their CR work experience
and describe a learning situation within the context of this setting. In the beginning of the
interview process, I asked participants to write one reflection per week and to try to recall a
learning situation that happened within that specific week. Some participants found it difficult to
identify a learning experience within a specific weekly time frame. As I reflected on my own
learning, I realized that learning situations do not always occur within a specific time frame.
Also, some participants’ busy schedules prevented them from spending time to complete their
reflective journals on a weekly schedule. Hence, I adjusted my expectations of journal reflections
and asked participants to provide me six total reflections regarding learning situations that
occurred within the CR workplace. They could reflect on any learning situation that occurred
during their CR work experiences. Participants completed these reflections at varying times in
the summer and fall of 2013 and spring of 2014.
Interview notes. I took notes during the interivew to capture my observations of
partcipants’ dress styles, mannerisms, and my impression of their attitudes and expressions.
After each interview I typed up my notes so that I could capture my current impression of the
interview.
Demographics. In addition, participant demographics (Table 1; see Chapter 4) were
collected, which helped me write a more detailed profile of participants. Demographic
information included age, gender, year in school, whether the student transferred in to the
university, racial/ethnic background, marital and family status, current average grade point
average, and resident type.
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The documents previously collected by the department were: (1) reflective journals; (2)
end-of-semester employee surveys; (3) employee goal worksheets; (4) staff retreat program
evaluations; (5) reflective artifacts from leadership activities; and (6) demographics. I describe
the department-collected documents used in this study.
End-of-semester employee surveys. I collected end-of-semester employee surveys to
provide another data source to triangulate (see Appendix G). End-of-semester employee surveys
were a CR-generated reflective activity which asked staff to share: (1) any work skills that have
been enhanced and how they have been enhanced; (2) what they learned about themselves; (3)
what they learned about others; and (4) what they have learned about supervising others as it
related to their work experiences. Also, at the end of each semester, student employees were
asked to reflect on the goal-setting and attainment exercise that all student staff are expected to
complete (see Appendix H).
Employee goal worksheets. Student employees were asked: (1) to describe the goal that
they set; (2) identify the stage of goal completion; (3) what they learned as a result of setting the
goal; (4) how working on the goal prepared them for their current position in the future or their
future career; and (5) what they would do differently the next time they set a goal.
Staff retreat program evaluations. At the conclusion of the student staff retreat,
employees complete a program evaluation (see Appendix H) which asked them to share what
they learned from each of the leadership activities in which they participated.
Reflective leadership artifacts. At the conclusion of leadership activities offered
throughout the year, student staff members are asked to share what they learned as result of their
participation in the workshops (see Appendix I).
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Data from documents can be used in the same way that data is collected and analyzed
from interviews (Merriam, 2009). Document data can provide “descriptive information, verify
emerging hypotheses, advance new categories and hypotheses, offer historical understanding,
track change and development, and so on” (Merriam, p. 155). All documents were treated
equally and considered viable parts of the whole data (Merriam). Data related to the purpose of
the study was identified from these documents and augmented the interview data, which further
strengthened the trustworthiness of the data.
Data Analysis
I used a digital recording device. All interviews were transcribed into Microsoft Word.
The Sony™ Voice editor software was used to assist in the transcription process. The interviews
were transcribed verbatim and I reviewed each transcript by listening to the recording and
comparing it to the transcript. This allowed me to correct any transcription mistakes. I used open
coding to identify applicable and independent units from all sources of data (Merriam, 2009).
The first step in my data analysis involved identifying the smallest units in the data possible
(Glaser & Strauss, 1967) by using NVivo software. Lincoln and Guba (1985) contended that
there are two criteria essential in identifying units. First, the unit should uncover information
pertinent to the research (Lincoln & Guba). Second, the segment of data must be “the smallest
piece of information about something that can stand” independently without needing another
piece of data to be meaningful (Lincoln & Guba, p. 345).
I coded the data in a specified order so that I could build on the concepts that emerged. I
coded the data of the first interview of the first participant, then the second interview of the first
participant, and then the third interview of the first participant. I followed this same protocol for
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all eight participants. Then I coded all eight participants’ first interviews and then their second
and third interviews. Once I finished coding all interviews, I coded the first participants’ data
collected from other documents already described. Then I coded the remaining participants’
documents in the order that the interviews occurred.
I used the constant comparative approach to data analysis by Glaser and Strauss (1967).
Although Glaser and Strauss used this analysis for constructing grounded theory, this type of
analysis proves to be useful for researchers conducting basic qualitative research. Merriam
(2009) summarized the constant comparative method of analysis, which incorporates both
inductive and comparative processes, as an iterative process that involves the researcher moving
between units of data to concepts in recurring ways that allows for both “inductive and deductive
reasoning” (p. 176). I used this approach, which was a constant process of moving back and forth
between descriptive data and interpretation and comparing data with ideas that led to meaning
and understanding (Merriam). The constant comparative analysis allowed me a systematic
process to move between units of data and the development of ideas so that I could build on
ideas by continually associating data and formulating concepts. Through this process I identified
concepts that addressed how student employees narrated their past and current experiences as
these related to their learning. I identified strategies that student employees used to navigate
learning within their student staff work experience. And I was able to describe how student staff
perceptions changed over time.
The next step of the coding process involved identifying relationships or associations
between segments of data (Glaser & Strauss, 1967). This is often called axial coding (Corbin &
Strauss, 2007) or analytical coding (Merriam, 2009). Data units are grouped through the process
of “interpret[ing] and reflect[ing] on [the] meaning” of the unit segments and the categories
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(Richards, 2005, p. 94). This is a highly intuitive and inductive process (Merriam). I continually
grouped data in varying ways until all data units had been analyzed in varying ways (Glaser &
Strauss).
I used the data analysis procedure described above with the first interview or document
and then repeated the process for each interview transcript (Glaser & Strauss, 1967). As each
document was analyzed, the data units and categories from the previous evaluations and
interpretations were compared (Glaser & Strauss). This comparative analysis continued
inductively but moved towards more of a deductive process as themes or categories were tested
against other pieces of data (Glaser & Strauss). As categories or themes were tested against more
data, some categories became more salient while others became insignificant (Glaser & Strauss).
This process continued until I reached data saturation, which is identified as the point in the
analysis and interpretation that “no new information, insights, or understandings are
forthcoming” (Merriam, 2009, p. 183).
Qualitative researchers have debated the concept of saturation (Dey, 1999; Guest, Bunce,
& Johnson, 2006; Lincoln & Guba, 1985; Strauss & Corbin, 1998). According to Lincoln and
Guba, data is to be collected until no new information has been obtained. From a theoretical lens,
as researchers analyze and categorize data, there is a point when data does not reveal any new
categories or new information (Lincoln & Guba, 1985). Conversely, Dey (1999) and Strauss and
Corbin (1998) contended that saturation can never truly be achieved. Instead, Strauss and Corbin
argued that saturation is an issue of degree. They contend that the more time researchers spend
analyzing the data, there will always be the potential for something new to materialize (Strauss &
Corbin). Instead, Strauss and Corbin maintained that there is a point in the analysis when the new
information obtained does not add anything to the overall story or findings.
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I wrote eleven analytical memos to further examine data and formulate concepts or
themes within each participant across each type of interview. Consequently, the first analytical
memos were focused on each individual participant, identifying salient points for each research
participant from all three interviews. Then, I developed three additional analytical memos and
searched for salient concepts or themes related to each set of interviews, participants’
transcriptions from interviews one, two, and then three. I spent considerable time analyzing the
data and testing themes or categories against other pieces of data until I reached a point where no
new categories or themes seemed to contribute to my findings.
Glaser and Strauss (1967) and Merriam (2009) caution researchers to not rely on previous
investigators’ classifications or themes. Glaser and Strauss argued that when researchers use
someone else’s categories it reduces the generation of new themes. Also, the classifications
developed from another study may not be relevant to the current research study because the data
was formulated from a specific research purpose, which is typically different from the current
research project (Glaser & Strauss). I decided to not use preexisting classifications from previous
research for two reasons. First, using existing research categories would reduce opportunities for
identifying classifications not found by other investigators (Glaser & Strauss). The purpose of
my study was to narrate student employees’ past and current learning experiences related to
work. Since I wanted to narrate the unique learning stories of these participants, using predefined
categories would reduce the capacity for me to describe how they defined their experiences.
Trustworthiness
Readers and practitioners must have confidence that the researcher employed a rigorous
process that results in findings, insights, and conclusions that can be trusted as genuinely arising
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from a true and ethical process by collecting, analyzing, and interpreting the data (Lincoln &
Guba, 1985; Merriam & Simpson, 2000; Merriam, 2009). According to Lincoln & Guba, four
categories contribute to the trustworthiness of the study: (1) credibility, (2) transferability, (3)
dependability, and (4) confirmability. I describe my processes below.
Credibility
I used three methods to “increase the probability of high credibility”: (1) prolonged
engagement, (2) triangulation, and (3) member checks (Lincoln & Guba, 1985, p. 328). I
achieved prolonged engagement through the use of phenomenological interviewing, questioning
participants for clarification of data throughout the study, and by spending two years analyzing
data. The purpose of sustained engagement provides the researcher with experience within the
environment to: (1) understand the culture; (2) “testing for misinformation introduced by
distortions either of the self or of the respondents, and (3) building trust” (Lincoln & Guba, 1985,
p. 301). Because of my extensive work experience and interactions with others in the workplace,
I developed a sense of the culture and already tested any misconceptions from continual
interactions which either affirmed or denied original distortions. I used multiple sources to
triangulate data: (1) interview transcripts, (2) reflective journals, (3) end-of-semester employee
surveys, (4) employee goal worksheets, (5) staff retreat program evaluations, (6) reflective
artifacts from leadership activities, and (7) demographics (Bogdan & Biklen, 2007, Lincoln &
Guba; Merriam, 2009). All data was coded and treated equally so that when the comparative
analysis occurred, concepts and themes were confirmed from the various sources of data.
Member checking is one method or technique that contributes to the trustworthiness of
the research data (Creswell, 1998; Lincoln & Guba, 1985; Merriam, 2009). If members verify
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that the researcher is representing what they have conveyed accurately through interview
transcriptions it helps to affirm that the researcher is analyzing data that is accurately
representative of the participants (Creswell). After all interviews were transcribed, I e-mailed
participants their respective transcriptions and asked student employees to review their
transcriptions, confirm the content of their interviews, and add or change anything that they
desired so that the transcriptions truly reflected their experiences. Seven of eight participants
replied to my request to review transcriptions. Two of those seven respondents added
information to their transcriptions. Also, throughout the process, I followed up with participants
when I needed clarification of their journal reflections or interviews.
Transferability
Transferability refers to the capacity that the research project offers opportunities for
readers to apply the findings to similar, “but not identical, conditions” (Patton, 2002, p. 584).
Lincoln and Guba (1985) contended that researchers need to provide “sufficient descriptive data”
that allows for transferability (p. 298). Hence, I incorporated thick descriptions of my
participants’ experiences as one strategy for enhancing transferability (Merriam, 2009). Also, I
used salient direct quotes from interview transcripts, reflective journals, end-of-semester
employee surveys, employee goal worksheets, staff retreat program evaluations, and reflective
artifacts from leadership activities to further explain the specific situations that applied to the
themes which helps readers to clearly understand participants’ conditions and how readers may
associate with similar circumstances (Merriam).
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Dependability
Lincoln and Guba (1985) contended that there is “no credibility without dependability”
(p. 316). Triangulation of data can also contribute to the dependability of the study. When
overlapping data it further validates the findings and strengthens the dependability of the
outcomes. Findings in the study were verified by multiple participants from varying sources of
data.
Confirmability
Recommended by Lincoln and Guba (1985) and Merriam (2009), an audit trail assists
readers in substantiating the findings of the research. Dey (1993) contended that although it is
unlikely that other investigators can replicate qualitative research, “the best we can do is explain
how we arrived at our results” (p. 251). Richards (2005) explained that the best method for
describing how the findings were formulated is to keep a “diary or log of processes” so that
individuals can follow the procedures for arriving at the results (p. 143). Hence, I kept a
dissertation log that recorded my processes. Also, I wrote interview notes to summarize my
impressions of the interviews.
Summary
The goal of this chapter was to describe my research design by delineating the procedures
and assumptions related to this basic interpretative qualitative research design. I explained how
this methodology aligned with the intent of my study. I outlined the methods I used to collect and
analyze data. I demonstrated techniques that I used to ensure the trustworthiness of the study. In
Chapter 4, I introduce the participants by describing their past experiences, prior to working at
Campus Recreation, as it related to work and learning.

CHAPTER 4
PARTICIPANTS’ PROFILES AND PREVIOUS EXPERIENCES
The purpose of this study was to examine the on-campus college student part-time
employment experience to gain a deeper understanding of how learning occurs within this
workplace setting. I introduce each participant using an individual narrative approach to
contextualize student employees’ past experiences in relation to their learning about work-related
concepts. The study sample included eight student employees from a mid-size, four-year,
Midwestern public university. Due to the confidentiality concerns of participants a detailed
description of the university was not provided.
Participants
I identified seven participants using a chain or network sampling method (as discussed in
Chapter 3) using three criteria: (1) between the ages of 18 and 24; (2) had been employed with
Campus Recreation a minimum of three months; and (3) selecting particpants who may provide
different perspectives about workplace learning. In addition, I asked participants if they were
willing to: (1) write six weekly learning reflections; (2) allow me to collect particpants’
documents collected by the department related to the research; and (3) complete a participant
demographic survey. The eighth participant met all the criteria except that he was 26 years old at
the time of the interviews. Although Delonte was two years older than the established criteria, I
believed he met the intent of investigating traditional aged students. After attending the
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university for a year and working at Campus Recreation, he dropped out of school because of
financial challenges. Delonte returned home for about a year to try and figure out what he
wanted to do. Then Delonte attended a community college, earned an associate’s degree, and
returned to the university. Delonte had very little work experience and admitted that “it’s taken
[him] probably longer than the…normal adult to gain certain responsibilities and…get to the
place [he is]…now. Table 1 is a summary of participant demographic information. Thurman and
Melody transferred to the university from community colleges. Each participant self-reported all
demographic information. Participants conveyed a willingness to share their stories. In the next
section I will present their profiles and previous experiences related to learning and work.
Individual Experiences
Introducing Participants
I chose Seidman’s (2006) three-stage interview model, which allowed participants to
think about their learning in the workplace in relation to their past, present, and future. Individual
narratives place participants within the context of their lives and better inform the reader of each
participant’s personal experience. By listening to individual stories, critical information related
to each participant’s views of work and learning was identified. From the stories told, it is
evident that each person’s experiences prior to being employed in Campus Recreation was
unique and played a role in their understanding of work and learning. Each participant’s
interactions with family, friends, peers, and mentors played a significant role in their
development of skills, understanding of work values, views of employment, and approaches to
learning.
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Table 1
Demographic Profiles of Participants

Pseudonym

Race

Gender

Age

Belinda

Asian Pacific
Islander
White

Female

22

School
Classification
Senior

Male

23

Senior

African
American
African
American

Male

26

Senior

Male

21

Senior

Jack

White

Male

22

Senior

Melody

Asian Pacific
Islander
White
White

Female

23

Junior

Male
Female

22
21

Senior
Senior

Charles

Delonte
Elliot

Steven
Thurman

Program
Areas
Open
Recreation
Open
Recreation,
Outdoor
Adventures
Open
Recreation
Open
Recreation,
Competitive
Sports
Outdoor
Adventures
Open
Recreation
Aquatics
Open
Recreation,
Outdoor
Adventures

Because of the qualitative nature of the research, it was important for participants to
describe their experiences in a detailed way. All participants seemed to be very interested in
helping me with the study and conveyed a strong interest in sharing. However, during the
interview process, it became apparent to me that there were differences in individuals’ capacities
to reflect and provide detailed information about their experience. It is known within the research
literature that college students’ reflection skills vary. I made every effort to provide a relaxed and
open environment for the study participants to share their stories without judgment.
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Although Belinda made a sincere effort in reflecting and sharing her story, she did not
appear to be as skilled at remembering the detailed accounts of her experiences. Belinda’s focus
on academic achievement and success may have contributed to her being anxious about
providing appropriate answers. Throughout the interviews, Belinda seemed a bit nervous, but
with each subsequent interview she became more comfortable. Steven was raised in a military
environment, which may have influenced his concise communication style. At times, Melody
struggled to find the appropriate words because English was her second language. Charles shared
a lot but at times went off topic. Delonte, Elliot, Jack, and Thurman seemed to be the most
effective at reflection and communication. It should be noted that with each subsequent
interview, study participants grew more relaxed. Participants will be introduced in the order that
they were interviewed.
Delonte
Delonte, an Open Recreation Facility Supervisor, was the first person I interviewed for
this study. As Delonte entered the room he seemed a little nervous and unsure of where to sit.
Although Delonte was a bit nervous during the first interview, I got the impression that he was
eager to help me with my study. Delonte is about 5’10” and of average build. He has a big smile,
brown eyes, and long eyelashes which contributed to his expressive nature. Delonte is attentive
to the way he dresses and it is apparent that neatness and style are a priority for him. Throughout
the interviews, Delonte took the time he needed to appropriately reflect and share his story. He
was notably more relaxed in the second and third interviews, as was evident by his eye contact,
leaning forward to make a point, smiling, and laughing.
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Delonte was the youngest child, raised by a single mother who was considerably older
when she had Delonte. Growing up in a lower socio-economic situation, Delonte’s mother
worked hard to provide him the opportunities she never had. Delonte “look[ed] up to [his] mom”
because she stayed strong during the challenges she faced. Delonte’s mom shared stories of his
aunt’s and uncle’s journey of pursuing their careers as a superintendent and head security guard,
respectively, which let him “know where [he] could go.” Delonte’s aunt inspired him to pursue a
career in public health and stated “My other aunt, she’s the reason I’m majoring in public
health.” Delonte’s aunt encouraged him to join the youth choir and it was the first time he was
involved in something outside of his immediate family. He explained,
…[W]hen I was younger she was also the spiritual one. So she would come and pick me
up and, she’s the first one who got me into singing…and I joined the youth choir at her
church…and I became really involved even though my…entire immediate family wasn’t
involved.
During the choir experience Delonte learned how to “be prepared to learn” and behave in a
disciplined environment.
Delonte’s mom, aunts, uncles, and third grade teacher instilled the importance of working
hard. Delonte’s third grade teacher emphasized “that you’re going to have to work hard for the
things you want.” She showed Delonte that “you can work towards something and…accomplish
a goal [and, Delonte asserted] those things from her really…embedded in me.” Delonte’s third
grade teacher emphasized the importance of students keeping their uniforms clean and neat so
that they could present themselves in a positive way when it was time to look for a job. Delonte’s
third grade teacher taught him how to speak by assigning different topics to students and having
them speak on them in an impromptu manner. Delonte became more comfortable with public
speaking by learning how to use appropriate “sentence structures” and to “speak sequentially.”
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Next, Delonte’s participation in a neighborhood TV production program reinforced the
importance of being able to speak publicly and helped Delonte gain confidence in his skills.
When Delonte entered high school he got involved with extracurricular activities and he
credited his involvement to increasing his socialization skills by stating, “I met a lot of friends, I
became social. I think that’s how I became the social butterfly I am today.” High school was
Delonte’s first exposure to a diverse environment, “with all different nationalities and not people
just from [his] neighborhood.” The summer prior to Delonte’s sophomore year, he was chosen as
the high school male Show Choir Dance Captain, which was a distinguishing moment in his life.
Delonte said, “I didn’t expect it…but when they announced, you know, ‘Delonte will be the
Dance Captain,’ it was just like, I was happy, I was scared…but that one moment, I’ll never
forget, it changed my life.” Steeped in a rich tradition of winning Nationals, Delonte asserted that
earning this leadership position “was…a big deal…because upperclassmen normally get it” and
acknowledged that this is “when I practiced and developed my leadership skills.” Delonte said,
“It was an experience…being a leader, stepping out front, taking charge were all things that I
was beginning to realize …that I can do and qualities that I had.”
Prior to working at Campus Recreation, Delonte worked briefly for Residential Dining.
During his sophomore year, Delonte worked at Campus Recreation as an Open Recreation
building staff member. Delonte admitted that he struggled to persist in college because he was
not strong academically and had financial challenges. At the end of his second year at the
university, Delonte dropped out of school because of financial issues. Delonte was depressed and
deflated because he had not been successful and it took about a year before he decided to pursue
his associate’s degree at a community college. After graduating with his associate’s degree
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Delonte returned to the university and resumed a position at Campus Recreation. As a building
staff member Delonte worked several positions within the Open Recreation program: Fitness
Attendant, Facility Access Attendant, Equipment Check-out Attendant, and Membership
Services. After about a year, Delonte was promoted to an Open Recreation Facility Supervisor.
In sum, Delonte’s mom taught him how to be strong and work through challenges.
Delonte’s aunts and uncles served as good role models for pursuing and becoming successful in
their respective careers, which inspired Delonte to go to college and pursue a career. His aunt’s
career in public health motivated Delonte to choose a similar career in public health. Delonte
learned how to learn in a group environment from his youth choir experience. Delonte’s mom,
aunts, uncles and third grade teacher instilled the importance of having a good work ethic.
Delonte’s third grade teacher taught him: (1) how to work towards a goal; (2) the importance of a
professional appearance; and (3) to speak publicly. The summer community TV production
program further strengthened Delonte’s public speaking skills and confidence. Delonte became
more outgoing in high school through his participation in extracurricular activities which
exposed him to diverse individuals. Delonte’s appointment as the Show Choir Dance Captain
was a turning point in his life because it was the first time he had an opportunity to develop his
leadership skills. Delonte had very little work experience prior to being employed at Campus
Recreation. Although Delonte left the university for couple of years, he returned to his same
Campus Recreation position and then was promoted to a Facility Supervisor.
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Steven
Steven, an Aquatics Student Manager, was the second person I interviewed. As Steven
entered the room for the first interview, he seemed unsure where to sit and I directed him to the
conference table. He placed his camouflage backpack on the seat adjacent to the conference table
and sat down. He wore jeans with a belt and a shirt that was precisely tucked into his pants.
Steven had short hair that was neatly trimmed and he was clean-shaven. As I learned about his
family’s military background, I thought his clean and neat appearance matched the military look.
Steven seemed a little nervous at first and he was not as expressive as the other participants. He
sat up straight in his chair with his hands neatly resting on the table. As he reflected, he mostly
looked off into space. From time to time, he would look at me. With the second and third
interviews, Steven seemed focused and very intent on answering my questions. He seemed
sincere and genuine in his responses. With each subsequent interview, Steven seemed more
relaxed and made more eye contact. During his third interview, I felt like I had we had
established a relationship of some sort.
Steven is from “military lineage,” with his grandfather and father both serving in the
military. Although Steven comes from a large family with four siblings, Steven contended that
his dad “has a lot of care [for his children], giv[ing] all of [them] equal attention in making sure
[they] were all doing well.” Steven added that his dad is “very passionate about the things…he
loves, including his family.” Steven acknowledged that his dad was “much more of a mentor and
making sure [that he] was…being the best that [he] could be.” Steven’s dad emphasized
academic success by: (1) consistently reviewing his son’s assignments and grades; and (2)
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challenging his son to learn from his mistakes. For instance, when Steven earned “an eight out of
ten” on an assignment, his dad said, “What could we have done to do better on that?”
At an early age, Steven became involved in scouts starting with Cub Scouts, moving into
Boy Scouts, and then advancing to the Civil Air Patrol. Steven’s dad “was with [him] at the start
of [his] scouting career and…throughout [his] whole life…making sure to push [him] for
excellence.” When Steven joined the Civil Air Patrol his dad signed up to help “coach [Steven]
and make sure [he]…not just met standards, but excel[ed].” Steven admitted that his scout
experience helped him develop his leadership skills and “become…an all-around better
person…better citizen.” As Steven progressed through scouts he assumed more responsibilities
and then eventually was assigned to lead others. Steven learned how to interact with people,
“conduct business,” and understood that working with individuals can be challenging at times.
Steven learned how to follow guidelines and execute activities accordingly.
Steven’s dad supervised “some of the bigger milestones in scouting [which typically]
require[d] a lot of work and time in service.” For the culminating Eagle Scout project, Steve was
required “to create and conduct [his] own project.” Steven emphasized that “a lot of people get
away with doing just really simple stuff,” but Steven’s dad would not permit Steven to do that.
Instead, Steven’s dad said, “we’re going to do it right and…we’re really going to help benefit
people through this project because that’s one of the core parts of scouting, is to help other
people.” Steven learned to effectively plan, prepare, and complete a large-scale project which
took three years to complete. He explained:
I started creating a plan…[at] my local church…we have a lot of unused land and…it’s
pretty nice so we wanted to make a…nature walk…as people stopped …there were
different….posts with numbers on them where it…interacted with a pamphlet that you
could get at the church that had [a] certain…uplifting verse or…just some sort of
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information for them to follow along as they walked on the trail and so the planning
phase lasted for…a good portion of my freshman year in high school and then actually
executing it was sophomore and junior year.
This project presented “challenges” which included: (1) securing materials “to be
donated,” (2) “coordinating with…groundskeeping at the church,” and (3) time to be “able to
work on it.”
Influenced by his military career, Steven’s dad taught him “how important it is to pay
attention to…small details.” Steven’s dad emphasized that attention to detail typically “affect[ed]
something bigger.” For example, when Steven’s dad “coach[ed him] on [his] uniform, [he taught
him]…there was a lot more meaning behind [the uniform]. Steven’s grandfather emphasized “the
importance of…persevering through whatever you’re working on.” Steven learned “to…just
keep going…and to press on and to finish whatever objectives are in front of you…because…it’s
important…not to let the people around you down.”
Two of Steven’s high school teachers were influential in his development: his English
and Physics teachers. Steven’s English teacher taught him “how to think critically [by learning to
see]…the other side of any given situation….” Considering “both sides of any given scenario,”
Steven learned the “outcomes or effects that could happen to people.” Steven strengthened his
“interpersonal relationships [by]….understanding the other person” and if he found it difficult to
understand the person, then at least “finding a way to understand what they’re trying to convey.”
Steven’s English teacher taught him the importance of writing effectively and he learned
“about e-mail etiquette and…how important it is to be able to say what you mean without
offending anybody because, you know, through text,…it’s very difficult to understand the tone,”
Steven learned the concept of “hard work” from his Physics teacher because “physics was…one

163
of the more difficult classes and [his teacher]…was very…dedicated to making sure that not only
[Steven] understood the material, but could…perform well on tests.” Steven’s Physics teacher
taught him how to think critically by “understanding a problem and [knowing] that…there could
be more than one way to solve it.”
Steven attributed his ability to adapt to the Aquatics Student Manager leadership position
because of his participation in university ROTC classes, which “start[ed] at the bottom” and
provided an “understanding of the [various] aspects of leadership.” Steven progressively
assumed responsibilities by learning how to: (1) “proper[ly] format…documents,” (2) “lead
people, and (3) “then teach and train people.” The ROTC Captain taught him “the importance of
personal accountability” and reinforced the need for “having an attention to detail, not only in the
business part of…life, but in everything else.” Steven described the Captain as not
“accept[ing]…the bare minimum,” which made Steven “definitely…grow as [a] leader.” Steven
learned that he served as a representative of the military in public life by “what you do and what
you say…and…doing the right thing.”
In sum, Steven’s dad mentored him throughout his life by guiding him through academics
and scouts. Steven’s dad taught him: (1) the importance of being passionate about things; (2)
caring for others; (3) excelling; (4) to do things the right way; (5) to align projects with
organizational core values; and (6) the importance and meaning of attending to details. Steven’s
grandfather instilled in Steven the importance of persevering and being dependable. Steven’s
participation in scouts taught him how to: (1) be a well-rounded person; (2) be a good citizen; (3)
conduct business; (4) lead others; (5) assume responsibilities; (6) follow guidelines; (7) execute
activities; and (8) plan and complete a long-term project. Also, Steven learned that working with
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people can present challenges. Steven’s high school English and Physics teachers taught him
how to think critically by learning: (1) how to see both sides of a given situation; (2) the effects
of different scenarios; (3) understanding the problem; and (4) realizing there may be multiple
solutions to a problem. Steven’s English teacher helped him increase his interpersonal skills by
finding a way to understand others. Also, his English teacher taught him how to write effectively.
Steven learned to progressively assume responsibilities from his ROTC university experience,
which taught him how to: (1) format documents; (2) lead; (3) teach; and (4) represent ROTC to
the public. The ROTC Captain taught him: (1) the importance of being accountable; (2)
reinforced the need for attending to details; and (3) to not accept minimum standards.
Melody
Melody, an Open Recreation Facility Supervisor, was the third person I interviewed.
Melody peeked around the corner of the door to my office and asked if I was ready. As I invited
her into my office, she bounced in with a light step. About 5’10”, Melody is a very athleticlooking woman with long dark hair and eyes. Her athletic build is analogous to a typical woman
rugby player. Today, her hair was pulled into a bun. She wore a short formed skirt, a blouse, and
sandals. During the interviews Melody was courteous, smiling, and happy. Although her athletic
build could be intimidating, there is a gentleness about her. Today she seems a little more formal
and nervous, but after we started the interview she relaxed quickly. Melody was genuinely
expressive when she answered questions, often smiling, laughing, and using hand gestures.
Frequently, she would look off into space to reflect on a question, but always made eye contact
when telling her story. When we started the third interview she seemed a little preoccupied,
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perhaps because she had just ended a work shift at Campus Recreation. As the interview
progressed, it seemed the stressors of work melted away, her shoulders relaxed, and she became
more expressive. Melody focused on each question with a serious intent to tell her story.
Melody was born in a rural area outside of the United States and her life story was unlike
most people. Melody’s father was a high-ranking military official, which made others treat her
differently. She said, “…everyone looks at me [as the military officer’s]…daughter…even in
high school too…they didn’t really know me for me; [they]…would just look at me that way. So
I felt like it was a lot of kind of pressure….” Melody’s mom was a United States citizen of Polish
descent. “A lot of discipline and a lot of respect” were emphasized in Melody’s family. When
Melody moved to the United States she realized that children treated their parents differently.
She explained:
…and it’s just…so different. I mean there is still respect here…with my family, but…the
language that I’ve seen with, like, my cousins in the United States compared to my
cousins [in my home country], like, no one would like disrespect their parents that way,
or even just their uncles or grandparents too.
As the eldest daughter and second child of four, Melody assumed a great deal of
responsibility in her family at a young age. Melody’s parents taught her to be independent in
high school by requiring her to set her own alarm, make breakfast, clean the house, mow the
yard, and take care of her younger sisters. She learned “a lot of discipline…knowing right from
wrong…” and to be independent. Melody’s parents taught her “how to have that responsibility…
how to be the older sibling…setting the example and being the good…role model for my
younger siblings.” Melody learned how to take care of her younger sisters and make “sure that
they [got their] homework done too.” Recognizing her sisters’ different personalities, she learned
how to interact with them individually.
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Born with athletic ability and an interest in sports, Melody excelled in athletics. Melody’s
track coach “was just a great motivator [and I learned]…if you really want something you’ve
gotta, like, be able to….dedicate yourself and be committed to it [which I applied]…to…work
and academics.” Melody’s parents made it “clear” that she must succeed academically to be able
to participate in sports, which made her “study even harder.” Excelling in soccer, Melody earned
a spot on her country’s national soccer team and felt “lucky to be selected.” Participating on the
national soccer team, Melody learned more “about responsibility” and realized that the
community “look[ed] up to me….so I had to be a good role model for them too…”
After Melody graduated from high school, Melody’s parents arranged for and encouraged
her to attend a military preparatory school and military academy in the United States, which her
father thought would provide her with “bigger opportunities.” Melody felt “lucky to be the oldest
[and]…to get…such a great experience.” During the military preparatory school’s “induction
[students were]…split into…platoons [that competed]…which built a lot of competition but also
[built] teamwork….” Melody felt like she “had so much leadership development [by being
assigned leadership positions]….being a squad leader for the platoon [and a]…class captain for
the day.” As a class captain, Melody gained “that experience of knowing how to lead the class
and make sure everyone respect[ed] you that way.” Melody volunteered to compete and
“felt…proud” to represent her platoon in various activities such as “…track [and]…wrestling,”
and credited her parents for having the courage to volunteer for those leadership roles. She said,
“I just got that big courage and…a lot of, like, strength from my parents just to come, like, do
well.” Melody’s military preparatory school advisor helped her adjust from a teacher-centered to
a more student-centered educational environment by helping her become more comfortable
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asking questions and seeking advice from teachers who were in a position of authority. Through
the positive reinforcement of advisors and teachers, Melody learned that teachers are willing to
share knowledge and provide the necessary support for her to learn.
After graduating from the military preparatory school, Melody entered the military
academy, and assumed a leadership role with new students entering the preparatory school.
Melody “got to step up…and…teach the incoming…high school students.” Melody taught “them
how to…fold…clothes…t-shirts, pants…the way [to]…fold [the]…bed…and teach them…those
sort of things.” Melody learned “how to take care” of her platoon, by helping others adjust to the
rigorous military schedule and prioritize tasks. She explained:
…after we have all our training in the morning we quickly go back, you have, like, five
minutes for three of us to get in the shower and get done, so it’s just a lot of, like, rushing,
but we got to make sure we make the time and then we just learn just how to take care of
your platoon and getting things done because we would have certain time when we would
get to eat.
Melody calmed these high school students’ fears and reduced their anxieties by helping them
adjust to the different environment. She explained:
And just right away, and like our boot camp, just waking up super early cause they’ll be
banging on your doors…and a lot of the high school students would be, like, scared and
they were, like, and I was always, like, calmed them down so right away…
At the Academy, Melody was instantly immersed into a diverse environment because
students came “from all over America…different states…different cultures...a lot of international
students” which helped Melody “learn…so much culture…diversity.” Differentiating between
her culture and others, Melody was exposed to: (1) wearing a swimsuit in America, (2) highstory buildings in the United States, (3) the lack of friendliness exhibited to strangers in America,
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(4) watching movies with the opposite sex in the United States, (5) that girls wore pants in
America, and (6) the lack of respect to those in authority in the United States. She explained:
…that’s another experience [that] was such a different shock for me, because I had to
wear a swimsuit, even though it was just a one-piece, but it was so uncomfortable and
everyone’s just walking around freely like it was nothing but coming from [my country]
we never wear that and it was just a whole…other experience. But, eventually, I mean, I
got used to it because I had to because I was learning to adapt to the culture and
everything. And…we don’t have high-story buildings…and people are really friendly in
[my home country]. Whenever you’re walking past someone, people will just,
like…they’ll wave or just give you a nod, whereas, not that I’m saying Americans are
mean, but…some people will just, even though they know you, they’ll still, like, walk
past you and not like acknowledge you or…say hi…I’ve noticed that…here in America.
And…with our culture…watching movies together with girls and boys, we don’t…watch
any movies together that are inappropriate, because it is just, like, taboo and I
remember…transferring right to the [military], we were having a bus ride going to some
station and they were watching some movie that had an inappropriate scene…I
was…very uncomfortable and I was just watching the guys and girls watching it together.
Because when we watch it with our sisters and brothers, either the boys have to leave or
the girls have to leave. And the same goes with our church…you won’t see girls in pants,
’cause all girls have to be out in skirts or in dresses, ’cause it’s just our culture and we try
to keep it traditional.
After graduating from the Academy, Melody attended a community college for a year and lived
with her uncle, where she became more independent by: (1) preparing her own meals; (2) riding
the bus to and from class; and (3) working part-time as a lifeguard at a community pool in the
summer. “As soon as I came to [this university], she “was already right away with involvement
[by volunteering to be a student leader guide because she thought]…it… was…a great way to
start meeting people”. Melody was “selected to be a [residence hall] tour coordinator” because of
her performance as a new student guide and she felt “honored to be chosen”. Melody participated
in various student organizations such as: (1) the University Black Choir; (2) Hall Council; (3)
Residence Hall Association (RHA); and (4) Women’s Rugby, which led to various leadership
roles such as: (1) the Black Choir Public Relations Officer; (2) the Hall Council Administrative
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Vice President; and (3) the RHA Public Relations Officer. Also, Melody served as a peer mentor
in a new student orientation class and was just hired as a residence hall advisor.
When Melody came to the States, she became close to her aunt, who lived about an hour
away from the university. Melody’s aunt was also her godmother, a special education teacher,
and an alumna of the university. Melody’s aunt became her “mentor [and her] go-to person”: (1)
encouraging her to attend college; (2) supporting Melody through her college career by attending
major university events; (3) giving her advice; and (4) introducing teaching as a potential
profession to pursue. Melody was hired as an Open Recreation building staff member and was
recently promoted to a Facility Supervisor.
In sum, Melody’s family experience taught her: (1) people may treat someone in power
differently; (2) discipline; (3) responsibility; (4) independence; (5) how to take care of others; (6)
right from wrong; (7) how to serve as a good role model; (8) how to interact with different
personalities; (9) the importance of succeeding academically; and (10) how to be strong.
Melody’s involvement in athletics helped her learn: (1) dedication; (2) commitment; (3) to be a
role model for the community; and (4) to be appreciative of her success. Melody’s military
school experience taught her: (1) teamwork; (2) how to assume various leadership roles; (3) how
to gain respect from others; (4) to volunteer for leadership opportunities; (5) to seek assistance
when needed; (6) that people in a position of authority can be helpful; (7) how to take care of
others; (8) prioritize; (9) how to calm others’ anxieties; (10) how to adapt to a diverse
environment; and (11) an appreciation for other cultures. Attending community college and
living with her uncle, Melody became more independent. When entering the university as a
transfer student, Melody got involved in various student organizations and assumed new
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leadership roles. Melody’s aunt played an instrumental role in supporting and advising her on
college life. Melody’s aunt also introduced teaching as a potential career for Melody to consider.
Elliot
Elliot, an Open Recreation Facility Supervisor and Competitive Sports Supervisor, was
the fourth person I interviewed. An athletic-looking individual with a slender but muscular build,
Elliot wore a stylish white shirt with a vertical yellow stripe, shorts, and tennis shoes. Elliot has a
great smile and his face and eyes light up when he laughs. For the first interview, Elliot walked
into the room and immediately sat at the conference table. Throughout all three interviews Elliot
appeared to be very comfortable, relaxed, genuine, and outgoing. He made good eye contact and
used gestures to express himself. Elliot came to the second interview immediately after work.
He wore a grey t-shirt which apparently served as an undershirt during his work shift because his
uniform polo was slung over his shoulder. This time, Elliot seemed to be working through some
extra energy by twisting his supervisor shirt while reflecting and sharing. At times, some of
Elliot’s reflections seem to be a new revelation for him. During the third interview, Elliot
immediately took off his red cap as a sign of courtesy. He seemed sincere when he reflected and
shared his thoughts, much like my perspective of how he approaches work and sports, with
purposeful, forthright energy.
When Elliot was a high school freshman his parents divorced. He admitted it “was
difficult going through that transition period of seeing…both…parents in…a really sad state.”
Elliot acknowledged that “it was…a change adjusting…’cause I live with my mom” and younger
sister. Although a strong high school student, Elliot admitted that he “never really tried” to excel.
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Elliot’s Contemporary Fiction high school teacher was instrumental in helping him become more
self-confident in his abilities by teaching him, “If I believe I can do it, I can really do it.”
Serving on three high school committees, Elliot helped develop school policies, hosted
large events, generated ideas, and provided feedback to the administration. From Elliot’s high
school committee experience, he learned that the way ideas are presented makes a difference in
how they are received. Elliot attributed much of his development as a leader to his involvement
in sports. Elliot’s dad mentored him “through sports” and taught him: (1) “how to be a leader,”
(3) “how to present [oneself] to the public,” and (3) that doing “something foolish [will reflect on
yourself and]…the whole household.” Elliot’s dad taught him to overcome challenges and
obstacles by remaining calm. He explained:
…with baseball, I’d always get, like, super frustrated if I didn’t perform well at the plate
and he was always the one that was, like, why are you getting upset…you know, baseball
is 99% mental, you can’t get upset, you have to have a cool head no matter what situation
and I feel like I brought that with me throughout life, no matter what’s been thrown at
you, no matter what you’ve been through, you have to have a clear head about it, because
with a clear head you’ll be able to…face that adversity better than if you were all
frustrated and mad and whatnot.
Elliot’s cousin, who played baseball and was the same age, taught him how to “work...hard
and…have…that competitive spirit.”
Elliot grew up in a “really diverse neighborhood” close to a baseball field where the kids
gathered to play. Elliot’s diverse childhood friendships prepared him to be able to interact with
anyone. He explained:
I think that’s helped me now just to be able to talk to any type of group of people, no
matter, you know, if they have a physical impairment, if they have some type of speech
impediment, anything, I can at least try my best to communicate with them, just because
growing up, everybody, there was just so many different walks of life to learn from, so,
…yeah, I guess that’s something I feel is kind of important.
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Elliot’s diverse high school sport and committee experiences helped him be confident in his
ability to talk to everyone. He explained:
…I can walk into a room, I don’t care what your background is, personality type….I can
probably get along with you, or at least start a little conversation and get to know you just
a little bit,…I’m [a] pretty friendly person and outgoing and I like to…I like to meet
people, I like to network…
Elliot’s middle school teacher taught him that “there’s more to the world than what [you]
can see right now” and helped Elliot believe in his potential to go to college. Elliot’s high school
friend reinforced this concept and “pushed [Elliot]…to do better by teaching him: (1) “to strive
for more” and (2) “to realize…there’s more than what’s right in front of you….” In college, as a
Track Sport Club Officer, Elliot learned how to: (1) network, (2) “manage people,” and (3)
“manage resources.” Elliot attributed his involvement in the sport club and student organizations
to being “able to expedite things and make things smoother, run smoother, [and] flow smoother.”
When considering joining the Pre-Physical Therapy Club, Elliot admitted he was “kind of like
scared of joining….because it was [his] major and [his] dean was there” but overcame his
anxiety. He explained:
…my sophomore year, I just sat there and didn’t speak, I didn’t talk to anyone, I was just
kind of, I was there, I just wanted to absorb everything and then this year I kind of
opened up a little more and spoke to people and…I ran for vice president and lost by one
vote, and [I’m] still upset about that, but…ended up getting treasurer instead, so that
helped…my confidence with that, so I’ll be able to work with the Dean of my college
more closely next year.…I’m looking forward to that.
Elliot had very little work experience prior to being employed at Campus Recreation.
During high school, Elliot worked for a company who researched corn pollination, but quit after
two weeks because he had bad allergies and “was miserable.” As a college freshman, his parents
urged him to get part-time work and a friend helped him get a job in a clothing retail store.
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Disliking the job, Elliot admitted, “Those were, like, the darkest days of my life because I hated
that job so much.” That employment experience reinforced what his dad taught him, “You’re
either a people person, you work with numbers, or you work with things.” Elliot said, “I’m
definitely a people person and I learned that there, that I do not want to work with things and
materials.” Albeit, Elliot had two brief work experiences, he contended that “working at the Rec,
[was]… like my first real job.” Elliot started working at Campus Recreation as an Open
Recreation building staff member and then was promoted to Open Recreation Facility
Supervisor. Elliot was recruited by the Assistant Director of Competitive Sports, who hired him
as an Intramural Official and then he was promoted to a Competitive Sports Supervisor.
In sum, Elliot learned to adapt to his parents’ divorce. Elliot’s high school fiction teacher
helped Elliot gain confidence in himself to succeed. Elliot’s high school committee experience
taught him how to: (1) develop policies; (2) generate ideas; (3) provide input; (4) present ideas so
they were well received; and (5) accept when someone else’s idea is the best. Elliot’s
participation in sports and his dad taught him how to: (1) be a leader; (2) present oneself; and (3)
serve as a representative for a group. Elliot’s dad taught him to remain calm when overcoming
challenges. Elliot’s cousin taught him to work hard and the importance of competition. Several
experiences in Elliot’s life contributed to his capacity to interact with diverse people: (1) playing
with neighborhood children; (2) high school sports; and (3) participation on high school
committees. Elliot middle school teacher and high school friend taught him that there is
something valuable to strive for which might not be evident initially. Elliot’s college
involvement in clubs and organizations helped him learn how to: (1) network; (2) manage
people; (3) utilize resources; and (4) effectively and efficiently administer programs and
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operations. Elliot overcame his anxiety to serve in a leadership role with the Pre-Physical
Therapy club.
Belinda
Belinda, an Open Recreation Facility Supervisor, was the fifth person I interviewed. As
Belinda entered the room for the first interview, I saw she was wearing a skirt and blouse. She is
an athletic-looking petite woman with a pale complexion, and dark hair and eyes. A member of
the high school and college honors programs, Belinda conveyed a strong desire to succeed. There
was a certain level of seriousness about her. Belinda seemed nervous and apprehensive about
answering questions. Although Belinda seemed sincere and intent in sharing her story, she had
difficulty reflecting and providing detailed descriptions of her experiences.
Belinda’s parents were instrumental in shaping her perceptions about work. Although
Belinda’s parents were divorced, she felt fortunate to have close relationships with her mom and
dad. Belinda “never begged her parents for money or things” and they instilled a sense of
frugality in the way they lived. Belinda attributed her work ethic to the emphasis her parents
placed on her to “take initiative and don’t get spoiled.”
At an early age, Belinda delivered a weekly newspaper to her local neighborhood, which
shaped her initial perception about work. She said, “It was really fun; it was exciting to have
some sort of job, just something to look forward to, something to keep busy.” Belinda’s need to
be busy and engaged in work and activities permeated her life. Belinda felt a sense of
independence and self-fulfillment with her newspaper job. The ability to earn an income gave
Belinda a sense of entitlement and pride. Belinda’s dad taught her that by demonstrating respect
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and responsibility it would be reciprocated with trust and freedom. Belinda stated, “…my dad,
he’s really…trusting in me because I…was just really responsible as a kid, so I got a lot of
freedom with him, but I also had a sense, like I knew how to stay responsible with him.” Belinda
added, “I respected my dad a lot.”
Belinda reinforced her need to keep busy by participating in extracurricular activities in
high school and college. In high school Belinda was a member of the National Honor Society.
Belinda served as an officer in the high school Environmental Club, and hoped to implement her
ideas to make the organization more effective. After interacting with the organization’s advisor,
however, Belinda realized that student officers were not given the autonomy needed to make
change. She explained:
…I kind of felt like we were almost, not useless but, there really wasn’t much for us to
do, like. We had, like, I think I was, like, treasurer, and it was just the faculty advisor just
took care of all that stuff and so…I was always the kind of person that kind of like
wanted to make an impact, so just learning how to, like, make my way and do something
important instead of just following what is the usual…’cause I had so many ideas that I
wanted to get implemented, but it was hard when they were, “Oh, I’ll just take care of it
all.”
One summer, Belinda worked as a youth counselor at a private religious camp where she learned
how to adapt to situations such as weather changes and different camper interests. Belinda
struggled with sharing camper concerns with her supervisor because she did not feel like she was
part of the staff. Also, Belinda bused tables briefly at a local restaurant but discovered that the
owners did not claim employees’ earnings on their taxes.
Belinda was accepted into the college Honors Program and her involvement in student
group activities helped her feel more connected to other students in the program. In college,
Belinda became a member of a coed service fraternity and eventually became an officer, serving
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on the executive board for the club. During the executive board retreats, the fraternity president
emphasized the need for each board member to understand differences among the members.
Belinda learned to appreciate and adapt to varying communication and leadership styles as she
interacted with executive board members.
Belinda’s mom was “from the Philippines and she was…forced into the nursing field [by
her parents] and that’s something she really regrets.” Belinda’s mom was “open [to]…whatever I
wanted to do because she didn’t want me to be in the same situation as she was growing up.”
Belinda’s mom taught her: (1) the importance of being happy at work and (2) the significance of
taking initiative and changing jobs when she is not happy. Belinda was initially hired as a
counselor for the department’s youth summer program. After the program ended, she was hired
as an Open Recreation building staff member, where she was primarily assigned to the
Membership Services area. Then, Belinda was promoted to the Open Recreation Facility
Supervisor position.
In sum, Belinda’s parents taught her: (1) the importance of being frugal; (2) to have a
good work ethic; (2) to take initiative; (3) earning an income meant independence and selfsufficiency; (4) to be proud to have a job; and (5) being employed meant self-entitlement.
Belinda’s experience delivering newspapers helped her realize that work: (1) can be fun; (2) is a
source of income; (3) is something to look forward to; and (4) helps one keep busy. Belinda’s
dad taught her if she demonstrated responsibility then it would be reciprocated with respect,
trust, and freedom. Belinda’s mom did not want her daughters to be forced into a specific
profession because she was pressured to become a nurse. Hence, Belinda’s mom taught her: (1)
that she has the freedom to choose her profession; (2) it is important to be happy with her work;
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and (3) to change jobs when she is not satisfied with her employment. The president of the
university’s service fraternity taught Belinda how to: (1) recognize communication and
leadership differences; (2) appreciate differences; and (3) adapt to different styles. As a result of
Belinda’s camp counselor experience she learned how to be patient and adapt to changing
circumstances. Belinda’s initial experiences with supervisors did not provide her the necessary
support she needed to fulfill her job responsibilities and created a sense of mistrust with bosses.
Charles
Charles, an Open Recreation Facility Supervisor, was the sixth person I interviewed.
Charles was 5’9” tall and had a stocky build. He had light brown hair, light complexion, blue
eyes, and a short beard that was neatly trimmed. Upon arriving for the first interview, it was
apparent he had been working outdoors. I learned shortly afterwards that Charles had been in a
geology field lab. He wore work boots, jeans, and a dark t-shirt. It was a hot day and he was dirty
and sweaty. Obviously, he felt comfortable enough with me to show up in very casual attire. As
Charles entered the room, he quickly sat down at the conference table. Throughout the
interviews, Charles seemed very comfortable disclosing the details of his life. Charles had the
capacity to reflect on his experiences and provide the rich details sought by qualitative
researchers. Charles was very animated and frequently used nonverbal gestures and expressed
emotion to reinforce his feelings.
When Charles was in his early teens his mom and siblings moved from one region of the
country to another after his parents divorced. Feeling abandoned by his father, Charles said that
his mother and step-dad played an instrumental role in Charles’s development. Charles admitted
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that “mental disorders [were] prevalent in [his] family” and emphasized the need to educate
others about the challenges of dealing with mental issues. Living at a lower socio-economic
level, Charles’s mom and step-dad instilled the importance of working hard and his step-dad
emphasized the need to do a job the right way.
Charles volunteered for middle and high school theatre productions, where he was
exposed to different ethnicities and sexual orientations. The Theatre Director taught Charles four
things: (1) how “to handle different types of people;” (2) the importance of “educating” others;
(3) “pushing that passion and expressing that passion that just makes things so much better;” and
(4) by “having that passion, [it] goes to other people and those…people begin to grow their own
passion.” Charles’s high school science teacher taught him to think critically by looking at the
problem from different perspectives and approach the issue in various ways.
In high school and college Charles worked at a pet store for about five years. He “started
as a Pet Care Specialist, which is the person that…works in the fish, small animals, birds, and
reptile department.” After about a year, Charles was recruited to work in the grooming
department and became a professional bather. Charles adopted that same kind of work ethic
inspired by his mom and stepdad and shared that, “I actually…brought in the most money of the
whole entire district,” which encompassed four states.
Working with pet owners in the grooming department, Charles learned how to work with
customers by conveying detailed knowledge of the issue that arises from pet owners not caring
for their dogs’ hair. Customers were angry when they realized that groomers needed to cut their
dogs’ hair shorter than expected due to significant hair-matting problems. As a result of
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Charles’s interactions with angry customers, he learned that “education was really the key.”
Charles explained:
One of the big things that we have to do at [the pet store]…if a dog is matted, especially
on the body, we have to shave them with a 10 blade, which is about 1/16 of an inch; it’s
very, very short. The reason for that is because if we were to use a blade longer on a
matted dog it can cut the skin and that’s obviously something that you don’t want to
happen. And when you tell people who, like, have very long hair and it’s matted and
they’re, “Oh he’s so beautiful, I brush him every day.” And we look at it, we’re like,
“You don’t brush your dog every day and we have to shave your dog at this level” and
they would get very upset. But…having the knowledge that I did from all the experience
that I worked with [at the pet store], I was able to educate them on why we have to do it
and after we do how to keep that from happening in the future. I was even able to take
people out into the food, dog food, cat food, I would walk to anywhere in that store and
be able to educate someone in a one-hour lecture and have them have the knowledge that
I have. And it was great, and that’s another thing too, that it was great to educate people
so that they know better so that something bad doesn’t happen to them or their pet.
Charles realized that the knowledge he gained was a useful tool to teach pet owners the best
ways to take care of their pets and to educate them on the differences between the various
product options.
The manager left the pet store and that position was vacant for about two years. When a
new manager was hired there was a massive staff turnover which created confusion and conflict.
After resigning from the pet store, Charles worked briefly at a local bookstore and learned that
he does not like working a sedentary job. He explained:
… [I] can’t sit at a register for four hours straight, I have to keep moving, I have to keep
doing something, I have to be involved with something. That’s another thing that I kind
of learned about myself, is that I have to be involved with something, I have to be doing
something, I can’t just sit there and not be doing anything. If I’m not doing something,
that must mean I’m sick or in pain.
Consequently, Charles is pursuing a geology degree and hopes to travel to different job sites,
work in the field, and administer projects which should give him enough job versatility.
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Upon entering college, Charles participated in the Upward Bound program and the director
taught him that he could overcome any obstacles standing in the way of reaching his goals. He
explained:
The biggest thing I learned from him…don’t let someone stand in your way, you can
succeed. That was the big thing.…because…he wanted to make sure that we all knew
that there was no such thing as a limitation,…specifically with financial aid, that, you
know, even though you can’t get financial aid to cover, you know, your tuition, there’s a
way to get it covered and you could always figure it out and you could always focus on
succeeding.
Charles’s Upward Bound peers motivated and supported him to stay in school. He explained:
…These people…in this program, they’re there because they want to succeed, they want
to continue their education, get that college degree to become better. And it was great to
be in that environment, to be able to converse, to…be involved with people who wanted
to succeed and it helped me stay up…and it brought everyone up because we knew that if
we had trouble or we had a question, we had someone to go to.
Challenged with mental health issues and poor grades, Charles almost dropped out of
school. However, through the support of a faculty member, a Campus Recreation professional
staff member, and a close friend, Charles was able to successfully earn a college degree.
Charles’s professor helped him look towards his graduation goal and to let go of the past. He
explained:
The thing that he taught me is that…you can grow as an individual; you can become
someone great and no matter what happens, you always have to be looking forward. You
can’t keep looking back, you can’t be holding on [to] stuff…
At Campus Recreation, Charles primarily worked for the Open Recreation program but assisted
the Adventure Center when they needed someone to work the service desk. Charles started as an
Open Recreation building staff member fulfilling various roles: a Fitness Attendant; a Facility
Access Attendant; an Equipment Check-out Attendant; and a Membership Services employee.
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Charles was promoted to an Open Recreation Facility Supervisor and then promoted to a Fitness
Attendant Student Manager.
In sum, Charles’s mom and step-dad taught him the importance of working hard and his
step-dad emphasized the need to do a job the right way. Charles’s participation in middle and
high school theatre production programs taught him: (1) how to interact with diverse individuals;
(2) the importance of educating others; (3) being passionate is an important part of being happy;
and (4) being passionate is contagious and helps others develop their own passion. Charles’s
high school science teacher taught him how to look at a problem from different angles to develop
various solutions. Charles’s pet store employment reinforced the need to work hard and helped
him realize his capacity to be productive. Charles learned the importance of gaining job
knowledge and educating others. When Charles was employed at the bookstore he realized he
doesn’t like to work in sedentary jobs. Consequently, Charles chose a profession that will
provide him the flexibility of moving between office and job sites. The college Upward Bound
director taught Charles to not let anything stand in his way of achieving his goals. Charles’s
Upward Bound peers, a faculty member, a close friend, and the Open Recreation Assistant
Director served as a support system so that Charles could persist academically.
Jack
Jack, an Outdoor Adventure Trip Leader and Adventure Center Attendant, was the
seventh person I interviewed. As Jack entered my office for the first interview, I greeted him and
directed him towards the conference table. Jack is about 5’ 8” with sandy blonde hair, blue eyes,
fair skin, and a Mohawk hairstyle. His goatee and slight mustache matched his hair color. Jack
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looked like a long-distance runner: he wore lightweight black shorts, a black t-shirt, and black
and yellow running shoes. Throughout the interviews he genuinely made an effort to reflect and
present his story. When reflecting on his experience he stared into space. He seemed comfortable
sharing his life but seemed slightly nervous at first. During the start of his second interview, Jack
was slightly distracted because he had just come from facilitating a trip meeting. It took him a
little time to transition, but once he did it was apparent he was focused.
Jack felt that he and his sister came from a “very stable foundation” because of Jack’s
parents’ long-time marriage and accomplished careers. Also, Jack’s dad provided him “a lot of
structure.” Jack admired his dad and described him as “a hard worker.” Jack said, “I think that’s
what I took…from him…he always did his best and always got the job done no matter
what…and I just looked up to him for that.” By observing Jack’s dad at his work he learned the
importance of being (1) dependable; (2) reliable; and (3) professional. He explained:
…it gave me that idea that when people expect you to do something, you should do it,
because…it’s not good to disappoint people….just the professional aspect of work…and
not only acting professional but displaying yourself professionally towards your
coworkers and your supervisor and…whoever you may be working with or for, is just
coming across as a reliable and professional individual.
Watching his dad in a supervisory role, Jack appreciated that his father was “always well
respected at his job…and [that] everyone [knew] him there.” Jack’s dad taught him that a good
supervisor conveys professionalism and “being polite to coworkers” while building “likeability
among employees” and at the same time communicating expectations and being firm with what
needs to be accomplished. Jack’s aunts and uncles reinforced the importance of achievement,
dependability, intelligence, and loyalty. He explained:
They’re very serious about…work, they get jobs done, they don’t leave people hanging
and…kind of abandon people….So I think, just being an intelligent person, that was
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another thing that, it’s a respectful trait to just be knowledgeable…and that again reflects
in your job too; you don’t necessarily have to have knowledge about your job, but just
being [an] overall intelligent person…and then, yeah, loyalty to family is a big thing, and
other people as well, people in your life….and that again, echoed into my work
experience.
Jack’s mom influenced his passion and interest for the outdoors. He explained:
…my parents, my mom always says that whenever we would move to a new town, we
would instantly look for the park district and…the library, so we would always…find out
where they were in town….My mom…she really loves the outdoors, she loves nature.
…she was that kind of major influence on my life, that outdoor, she’d always take us to
parks and we’d go on walks at night and…do owl calls because you could hear them
around our house, so….we also played outside a lot as kids, me and my sister…we would
play out in the woods a lot, because we were in a very wooded area, that’s where I grew
up…and…oh, we didn’t have TV, I think that was kind of an important part. We never
had TV when I was child…we grew up making up our own games and being creative
when we were kids….
Jack built his outdoor adventure skills, such as rock climbing, canoeing, and caving, by
participating in community and park district programs which reinforced his “appreciation for
outdoor activities.” Jack’s involvement in these community programs helped him “form
friendships...with a lot” of his classmates. In high school Jack joined the track and cross-country
teams where he formed a strong bond with other students who enjoyed running. He explained:
…[A]s a teenager, I really got into cross-country and track…that was a major part of my
high school experience….so I really got into sports with cross-country and track and it
was also a team aspect, I think that was another big part…I found a lot of people that…I
could bond with over running. And just doing…I mean, we’d spend hours on runs so
you’d get to know the people and you kind of, just kind of form a strong bond…a team
bond.
Jack learned three things from participating on the cross-country team: (1) he had an internal
drive to not let his team down; (2) how individual contributions positively influence group
achievement; and (3) the need for each team member to perform at their best. He observed:
…so looking back I think cross-country gave me sort of a drive since I didn’t have that
drive for an education or a specific job type, I really was driven by, you know, not letting
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my team down…it’s how cross-country works, is, you have seven runners and then the
8th runner is the alternative during State and other races so, the alternative goes in if
someone else gets injured, so I was always kind of fighting for that alternative spot, so it
was like, I was either in that eighth spot or I was near it so I always wanted to do my best
to kind of get on the actual team, so I think it provided me with that drive to excel, I
guess, at something.
Jack’s cross-country coach reinforced these team concepts: (1) to work hard; (2) to be
dependable; (3) to perform at your best; (4) to fight for it; and (5) to have an appreciation for
competition. He explained:
…he taught me a work ethic. It wasn’t necessarily work in the traditional sense of work,
but it was that, that team aspect of your, your team depends on you, you have to do your
best and he taught me how to have a drive…and to fight for it too. Like, there was always
competition amongst ourselves as well as other teams, so I guess it kind of gave me that
appreciation for competition and wanting to do my best.
Jack’s first job was at a pizzeria and he said, “I think you learn a lot from your first jobs and that
one was a great job to have.” Jack admitted that he was “nervous about having a job and
screwing up and not being able to do it.” The manager helped Jack overcome his nervousness,
build his confidence, and perform his job. The pizzeria manager was supportive and encouraging
and taught Jack how to take initiative during down times.
Upon entering college, Jack had difficulty developing close friendships and credited his
involvement in the Preservation Wildlife Committee and his Campus Recreation employment as
two key factors that helped him “come out…of his shell.” By taking initiative and volunteering
within the committee, members recognized his leadership potential and encouraged him to
become the co-leader of the club. Jack participated in a Campus Recreation Outdoor Adventures
backpacking trip during his freshman year, which was “a life-changing experience.” Jack
realized how much he liked the outdoors, others recognized his skills, and then Jack was
encouraged to apply for an Outdoor Adventure position. Jack worked as a zip-line instructor the
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summer between his junior and senior year in college and focused on showing his supervisor that
he was a “reliable and professional” employee. Jack increased his socialization skills and
capacity to adapt his leadership style to meet participants’ needs. He explained:
…it also helped me…become very social again. You’re taking out tour groups onto these
platforms, some people are scared, some people are very gung ho and maybe a little bit
too…excited to get out there, they start to ignore the safety concerns, so it’s finding that
balance in groups and knowing what your kind of social…position is…in each group and
it would change with each group, because sometimes you would have people who were
very frightened, so you’d have to kind of become that leadership and that safety beacon
and other people were kind of there to have fun and they weren’t worried so you become
more of a social, kind of jokester, but you still, you know, focus on safety.
At Campus Recreation, Jack worked as an Outdoor Adventures Attendant and Trip Leader.
In sum, Jack’s parents were good role models by teaching him the value of a long
marriage and achieving career success. Jack’s dad taught him: (1) to be a hard worker; (2) to
excel; (3) to accomplish things; (4) to be dependable; (5) to be reliable; (6) to be professional; (7)
the importance of being respected and liked by others; (8) the value of knowing staff; (9) to be
polite; (10) to behave professionally; (11) the importance of conveying expectations; and (12)
the value of being firm about what needs to be achieved. Jack’s aunts and uncles reinforced the
need to: (1) achieve; (2) be dependable; (3) be intelligent; and (4) be loyal. Jack’s mom
influenced his passion and interests for the outdoors. Jack built his outdoor adventure skills and
enhanced his appreciation for the outdoors from his participation in community and park district
programs, which helped him develop friendships with classmates.
Jack’s participation on the high school cross-country team helped him develop close
relationships with people who enjoyed running and taught him: (1) the need to be internally
driven to contribute to the team; (2) that individual contributions are important to team
achievement; and (3) the importance that each team member strives for excellence. The cross-
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country coach taught Jack to: (1) work hard; (2) be dependable; (3) perform at his best; (4) fight
for it; and (5) appreciate competition. The pizzeria manager at Jack’s first job helped him
overcome his anxiety about performing well in a position by being encouraging and supportive.
Jack learned how to take initiative at the pizzeria. Jack’s participation in the Preservation
Committee and his work at Campus Recreation helped him be more outgoing. By taking
initiative members recognized his capabilities and he was encouraged to be a co-leader of the
club. Jack was invited to apply for an Outdoor Adventure position after he attended a trip. Jack
learned how to demonstrate reliability and professionalism at his zip-line instructor position.
Jack enhanced his socialization skills and his capacity to adjust his leadership style to meet
participants’ needs.
Thurman
Thurman, an Adventure Center Attendant and Outdoor Adventure Trip Leader, was the
eighth and last person I interviewed. Thurman entered the room and asked if I was ready. I
greeted him and immediately directed him to the conference table. Thurman is a petite and thin
guy who is about 5’6”. He was dressed casually, wearing a blue Aéropostale shirt, shorts, and
water shoes. Thurman seemed genuinely interested in helping with my research study because he
majored in social work, had previous experience trying to recruit participants for his study, and
understood the difficulties of securing research participants. Thurman was very courteous and
soft-spoken. Thurman seemed very adept at being able to reflect and describe his experiences in
detail. He spoke slowly, thoughtfully, clearly, and succinctly. During his first interview, it was
apparent to me that his parents were very involved in his life and his development. During the
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second and third interviews he initially seemed preoccupied because he came to the interview
directly from one of his summer jobs. However, both times, he was able to relax, focus, and
share his story. He seemed comfortable enough to smile and laugh at times.
Thurman’s mom and dad were “probably the two most important people when it comes to
myself and being in the workplace.” Thurman’s parents were hard workers and expected every
family member to contribute to household chores and achieve goals. Thurman’s parents were
“willing to help other people,” which was an important concept he learned from them. Also,
Thurman’s parents taught him the importance of “being diligent.” Thurman learned that the
tertiary effect of working on a goal typically benefitted the person in some way and positively
influenced the person’s capacity to interact with others. He explained:
…my experience as a child and into my youth…was my parents have always instilled in
me being a hard worker is important in life, it will teach you so many lessons and they
instilled that in me from a young age, whether it be helping out in the house. I worked
with my dad to help build two different cars from the ground up and I…helped with
mowing the lawn and yard care and housework. They taught me not only how to do those
things, but how those are important, just being diligent, and…working, but also taking
those life lessons while working. Like, you’re working towards a goal and it’s helping
you benefit in the long run as a person and helps you interact then, with other people in
that manner.
Thurman’s parents taught him the importance of: (1) achieving tasks “in a well-mannered
time”; (2) being “a well-rounded worker”; and (3) “in general just being a good worker.”
Thurman’s grandmother “was always really supportive of me and everything that I did.”
Thurman’s grandmother inspired and believed in him. Although she has passed, he believes she
is still supporting him. He explained:
I always like to think she is always looking over my shoulder, you know, even today, just
because she was very caring but she knew that I could be successful in whatever I wanted
to do and just having that passionate person behind me who supports me…such a, you
know, wonderful inspiration to have.
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Thurman’s grandmother believed that he could achieve any goal he desired. He noted:
…she definitely taught me that knowing that I’m a strong person and knowing what I’m
capable of, will help me reach my goals in the workplace, whether it be in the workplace
or any part of life. But [I] really have taken that to heart in the workplace, that I, you
know, can be a manager, I can be whatever I set my heart to, but I’ve just got to know
and believe in my strengths in order to do that.
Thurman attended religious private elementary and middle schools, and his middle school
history teacher taught him that being able to work diligently on goals is an important element to
achieve them:
And I was blessed to have a lot of interaction with him,…based on not just…within the
field of history, but work in general, whether it be homework or just life work and how
…working hard and being diligent in what you’re doing is such an important thing to be
able to achieve those goals.
Attending public high school, Thurman’s science teacher taught him about the different
elements of time management by assigning students “four major projects [with only]…four
check points,” which required Thurman to learn how to effectively manage his time. Prior to
Thurman’s sophomore year, the town built a second high school and divided the community
geographically to accommodate both high schools. During Thurman’s sophomore year he moved
to the new high school and served on committees that established policies, procedures, and
traditions. Thurman’s participation on these committees “gave [him] the experiences that [he]
needed to develop.” He added, “They were really the catalyst that helped me become the person
that I am right now and helped me to move forward in my goals.”
In high school Thurman was strong academically and took upper-level courses and
advanced placement classes, earning college credit in advance of his high school graduation. He
took four years of German in high school and participated in a study abroad program in France
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where he interacted with French and German people. Thurman credited his involvement in
German class, the study abroad experience, and his high school committee work to igniting his
“interest in people.” Thurman contended:
So it helped me be able to come out of my shell a little bit, to be the person to fill that
role, so really all those experiences and more helped me better myself. They were kind of
the catalyst to that.
Thurman’s high school experiences strengthened his capacity to interact with different people.
Thurman asserted that “I work well with people of all different strengths and caliber just because
I’m very…open to working with different people” Thurman commented, “I don’t change myself
to suit somebody…I am just very keenly aware of what the quirks are for different people.”
Thurman started “working” at a young age and had substantial work experience prior to
being employed at Campus Recreation. He helped his dad “build two different cars from the
ground up.” Thurman’s dad served as a mentor and guide as he started his own lawn mowing
business and shared:
I had seven or eight clients at 14, so he taught me how it was important to…not only keep
the equipment clean and up-to-date and [in]working order but how to interact then with
people on a customer to worker basis…
Thurman worked for a hometown grocery store for five years and learned how to engage
customers. As a result of working with a partner at the grocery store, Thurman learned some of
the elements of teamwork such as dividing work amongst members; being open and flexible to
perform any task; and being equally motivated to close the store in a timely fashion. After
Thurman transferred to the deli department, there was a changeover in management. Thurman
“was really skeptical at first” of the new manager, who had been promoted from within the
company; however, the supervisor ended up being “one of the best bosses I’ve had.” The new
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deli manager taught Thurman the importance of balancing the role between being a supervisor
and a mentor. From the learner perspective, he understood the value of his supervisor’s
willingness to teach him. Thurman learned how to work with another person by delegating and
sharing responsibilities. The deli manager “spent a lot of time teaching me management skills
[and]…how to become a manager.” Thurman learned that becoming a manager takes hard work
and self-confidence. The deli manager taught him that managers need to be able to supervise
employees, manage time, and delegate. He asserted:
…that with confidence and hard work I really could be a good manager, just how to, what
the important things are for somebody to be able to…oversee people and how to manage
the time that a manager needs to get all these different tasks done, whether it be
paperwork, whether it be…telling people what the tasks are that need to be done and
asking for help from different people and just being on top of the basic manager duties.
The deli manager’s teachings exposed Thurman to the possibility of becoming a leader and
helped him gain managerial skills and experiences, which led to a management opportunity in
Campus Recreation.
Thurman attended a community college prior to enrolling at this institution because he
thought the college would give him time to explore different career options. He said, “I had a
bunch of these different ideas because I knew for one fact, I wanted to help people.” As a result
of taking different sociology classes, Thurman realized that the field of sociology helped “to feed
[his] love for understanding people.” While attending the community college, Thurman’s
participation in the Model of United Nations organization significantly increased his capacity to:
(1) understand world issues; (2) represent others in a leadership role; (3) have meaningful
conversations with others; and (4) effectively speak in public. He said:
But one of the key experiences…was [when] I joined the Model of United Nations Team
[and]…the advisors there became really important advisors and just friends…who helped
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me figure this out because with…Model of United Nations, you’re given a country…and
then we have a mock…version of what would happen in the real United Nations…in their
General Assembly. So for that portion, I got to learn so much about the world, what’s
going on, who needs help, what are the issues; not only that, but I got to learn how to be a
delegate. I learned how to be a good public speaker, how to not only to just get up and
give a speech, but to go into these subcommittees and talk one-on-one with people and
get to know them, and represent the country that we were representing.
Thurman stated, “And that was a really important experience for me because then it led
me…deeper into sociology.” Thurman’s interactions with Model of United Nation members
taught him: (1) self-confidence; (2) how to be outspoken; (3) how to share and present ideas; (4)
socialization skills; (5) how to interact with different people; and (6) how to speak to people
directly. Thurman was an Outdoor Adventure Trip Leader and Adventure Center Attendant.
Also, Thurman was an Open Recreation building staff member and a Facility Supervisor.
In sum, Thurman’s parents taught him: (1) the importance of working hard; (2) the value
of being willing to help others; (3) to be diligent; (4) the importance of accomplishing things; (5)
that goal achievement contributes to self-development; (6) to complete tasks in a timely fashion;
and (7) to be a good and well-rounded worker. Thurman’s grandmother taught him to believe in
his capacity to achieve. Thurman’s middle school teacher reinforced the importance of being
diligent. Thurman’s science teacher taught him how to effectively manage his projects and time.
Thurman’s participation on high school committees helped him further develop. Thurman
enhanced his interest and openness in interacting with others from his participation in high
school German class, a study abroad experience, and Model of United Nations experience.
Thurman learned the value of working hard from helping his dad rebuild two cars, managing his
own lawn mowing business, and working at a grocery store. At the grocery store, Thurman
learned: (1) teamwork, (2) how to divide tasks; (3) to be flexible in performing tasks; (4) to be
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internally motivated to complete tasks; (5) that changes in leadership may be positive; (6) how to
be a mentor and supervisor; (7) supervisors should be willing to teach; (8) how to delegate and
share responsibilities; (9) how to serve in a managerial role; (10) that management takes hard
work and confidence; and (11) that managers need to be able to manage time and delegate tasks.
Thurman’s participation in the Model of United Nations taught him how to: (1) represent others;
(2) engage in meaningful conversations; (3) speak effectively in public; (4) be outspoken; (5)
share and present ideas; (5) interact with different people; and (6) speak to people directly.
Thurman increased his socialization skills and became more confident in his interpersonal skills.
Summary
Family, friends, teachers, school, extracurricular activities, and work experiences all
contributed to research participants’ skill development and understanding of workplace concepts.
People who were instrumental in research participants’ lives shaped their views about work and
values that contribute to work. At times, some participants’ skills or work concepts were
reinforced by other interactions they had. Family members served as role models by being
successful in their respective careers. In Chapter 5, I identify my findings by detailing the
important themes that emerged from my data analysis.

CHAPTER 5
RESULTS
The purpose of this basic interpretive qualitative study was to examine the on-campus
part-time employment experience of college students to gain a deeper understanding of how
learning occurs within this workplace. As a result of the qualitative analysis process discussed in
Chapter 3, I present the themes and sub-themes related to the primary research question and
secondary questions. Due the magnitude of the data associated with each theme and sub-theme
for my primary and secondary research questions, I will summarize the findings, present
participants’ commonalities, and provide salient participants’ examples within each theme. All
data for each participant will be presented within each theme and sub-theme in a supplemental
file accompanying this dissertation which includes thick descriptions to contextualize each
participant’s experience related to learning and work-related concepts.
Learning All These Different Skills
The primary question of my study was: How do on-campus student employees describe
their past and current experiences as they relate to their learning? The four major themes that
emerged from my data analysis: (1) “embellished what I brought to the table”; (2) “really got
good at it”; (3) “learned from scratch”; and (4) “leadership.” I found two sub-themes within the
leadership theme: (1) “taught me I am a leader and can be a leader” and (2) “proven myself as a
leader.” I will provide summaries for each theme and sub-theme and highlight salient
participants’ examples to place these outcomes within the context of participants’ experiences. In
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Appendix J a summary of all learned outcomes is identified by their respective themes and subthemes. Also, I identified previous research associated with these learned outcomes and
incorporated in the appendix.
Embellished What I Brought to the Table
All participants in the study identified previous knowledge, skills, and abilities that they
built on during their Campus Recreation student employment experience. As a result of working
at Campus Recreation, all participants built on previous knowledge and experiences by learning
a different aspect of a work related concept or skill. It is important to note, that participants did
not report high proficiency levels related to this theme. Each participant identified different skills
or work concepts that they “embellished” which was dependent on their previous experiences
and understanding of the skill or work concept. In sum, participants “embellished” a variety of
skills and work-related concepts as a result of their employment at Campus Recreation:
adaptability (Belinda & Charles); balance of work and life (Charles); effective communication
(Delonte, Steven, Melody, and Jack); customer service (Melody); appreciation of diversity
(Delonte & Thurman); initiative (Jack); interpersonal skills (Delonte & Elliot); job knowledge
(Charles); problem-solving (Charles & Jack); establishing professional work relationships
(Melody); professionalism (Delonte, Steven, & Thurman); teamwork (Thurman); time
management (Thurman & Melody); and writing reports (Melody). Each learned outcome is
summarized below and examples related to adaptability, communication, interpersonal skills,
and professionalism are incorporated into the summary.
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Adaptability. Belinda and Charles conveyed that they enhanced their adaptive capacity
from their student employment experience at Campus Recreation.
Belinda. For example, Belinda learned different aspects of adaptation by being presented
different situations when interacting with patrons and staff. When Belinda worked as a youth
camp counselor at a private religious based camp, prior to Campus Recreation, she learned how
to adapt quickly to changing circumstances such as weather and camper boredom. Belinda’s
camp experience helped her understand five things about adapting effectively to a situation: (1)
being patient through the process of change; (2) recognizing when a change is needed; (3)
understanding how to accommodate different campers’ interests and needs; (4) understanding the
limitations of space; and (5) identifying alternative activities from available resources.
When Belinda participated in the college co-ed service fraternity retreats the president
exposed her to differences in communication and leadership styles, which helped her realize how
much she needed to adjust to others. By observing the president, Belinda “saw…the way he
would try and…get us to learn each other’s communication preference and like leadership
styles…so just through some of the activities he did…I kind of learned like how adaptive you
have to be to other people”. Belinda learned the degree to which she needed to adjust to and
“manag[e] a group of diverse people”. Belinda’s Campus Recreation work experience helped her
learn different aspects of adapting in the workplace which deepened her understanding of
adaptation. The concept of needing to adjust to other people’s styles was reinforced during
Belinda’s Campus Recreation employment experience. She said, “You have to be really
receptive of like other people’s styles of interaction”. Belinda explained a situation when she
needed to enforce the t-shirt policy and asked a male staff member to convey the policy to the
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patron because she thought he would be more receptive to hearing that message from another
male. She explained:
For example, if there’s a guy…patron…that’s not wearing a shirt and I don’t feel
comfortable coming up to him or I feel like maybe he wouldn’t be comfortable if a girl
was coming up to him, telling him he couldn’t wear that, then like, that’s when you
would…work with [a guy staff member] to like have them do it.
Additionally, Belinda developed other policy enforcement strategies that helped her adapt to
different situations. She said, there is “just kind of, some people, you know, that you’ve just got
to be really um…repetitive or other people, you know, you’ve got to be more stern…so, you
know, that’s with like patrons but then also co-workers”. Building on Belinda’s understanding of
adapting to other people’s communication and leadership styles, Belinda learned to adjust her
communication style to more effectively enforce policies.
In sum, as a result of the high school summer camp experience, Belinda learned four
elements that contributed to her being effective at adapting: (1) being patient through the process
of change; (2) being observant of the situation; (3) knowledge of the limitations and potential
solutions for adapting; and (4) an understanding of how participants will adapt to the new
situation. When Belinda participated in the co-ed service fraternity retreats the president exposed
her to differences in communication and leadership styles which helped her realize how much
she needed to adjust to others. Within the campus recreation work environment, Belinda’s varied
interactions with patrons and coworkers helped her learn how to be open to differences in
“people’s styles of interaction”. Belinda enhanced her capacity to adapt by developing three
strategies for handling various situations: (1) identifying a staff member that the patron would be
more receptive to; (2) repeating the message; and (3) being more stern.
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Charles. Charles became more adept at adapting to a new work environment due to his
student employment position at Campus Recreation. For five years, between the ages of 12 to 17
years, Charles and his mom fostered kittens for an animal shelter. He explained:
The majority of the time, I was with them teaching them how to use their litter box, you
know, where the food was, introducing them to the other animals we had, which were
dogs, other cats and birds.
As a result of training kittens to prepare them for adoption, Charles learned how to expose the
kittens to kids, dogs, and new situations to prepare the kittens for their new environments when
they were adopted. He explained:
Right, and got them ready for what they’re going to be doing in their regular life, being
exposed to kids, there was a whole bunch of neighborhood kids. I’d always do something
where, you know, I’d have a couple of them come over and like you know, and be like
here’s the kittens, you know, hey they’re all cute and like if they were, if the kittens were
really skittish, I would try to push them towards actually being in an environment where
there’s people around and other dogs and everything so that they would get acclimated to
it appropriately so that when they do get adopted, when they’re thrown into a situation
cause it’s a new home, it’s a new environment, that they’re ready for it, and they’re not
all crazy and freaking out because of it.
As a result of Charles’s pet store work experience, he learned that job knowledge was one
of the key ingredients to be adaptable and successful in the workplace. When Charles started
working at Campus Recreation, he realized that he did not know much about recreation, other
than the “Adventure Center…because [he]…camp[ed] a lot when [he] was younger”. The
change from focusing on pets and pet owners to customers with different recreation interests
“really changed everything” for Charles “because this is all people, this isn’t people and
animal[s]”. Charles “built [his] knowledge of…basic…physical activity”. Charles differentiated
between the two work environments, identified his own deficiencies related to working in
campus recreation, and gained the necessary knowledge and skills to fulfill his role within the
recreation work setting. As a result of Charles’s Campus Recreation work experience, he learned
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that he “can adapt rather easy” to a different work environment and “know[s] how to adapt and
change things to make it appropriate”. He said,
I’m going to have that easy transition because I’m going to be able to tailor what I say,
how I represent myself, how I show myself with physical language and with speaking,
um…and be able to do it in a representational way” that’s going to be very beneficial to
my company that I’m trying to represent.
Charles became more confident in his capacity to adapt to different work environments because
he successfully adapted to Campus Recreation.
In sum, as a result of Charles’s Campus Recreation student employment experience he
deepened his understanding of being able to adapt to a new workplace, learned how to
effectively communicate after a conflict has been resolved, and increased his capacity to separate
his personal life from work. The Campus Recreation work experience reinforced that job
knowledge is the key to being able to perform work responsibilities, which in turn helps one
adapt to the new work environment. Charles enhanced his understanding of being able to adapt
to a new workplace by learning how to modify: (1) his language appropriate to the new
environment and (2) how he presents himself to others so that he benefits the company.
Balance work and life. Charles enhanced his capacity to separate his personal and work
life by learning: (1) not to share personal problems with customers; (2) how he presents himself
is a representation of the organization; (3) consistent professionalism and positive engagement in
the workplace leads to customer satisfaction and retention; and (4) by leaving personal problems
at home, Charles could focus on work which helped him enjoy his job. Also, Charles learned that
he represents the company even when he is not at work.
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Communication. Delonte, Steven, Melody, and Jack “embellished” their communication
skills by drawing on their past experiences and learned new aspects of communication from their
Campus Recreation work experiences.
Delonte. Prior to Campus Recreation, Delonte learned the nonverbal aspect of
communication essential in effectively interacting with professionals in the workplace from his
youth choir experience. Delonte’s third grade teacher taught him how to speak in a logical and
sequential way. Delonte’s participation in a neighborhood TV production program helped him
gain confidence in speaking publicly and selling himself. As the Show Choir Dance Captain,
Delonte learned how to give instructions, present his ideas, express his opinions, convey
expectations in a non-authoritative way, and express himself to teammates.
Delonte deepened his understanding of communication by learning how to communicate
with Campus Recreation professional staff. He explained:
Hmmm…OK, well now I do work in a professional atmosphere witeh business
professionals who are already in their career, so those things have prepared me to be able
to communicate with you, …to…be able to communicate with [the Assistant Director of
Open Recreation] who’s my direct boss, …it’s just…this position, I don’t know, it just
embellished everything that I already could bring to the table and it just made me a better
me.
Delonte learned to differentiate when he needed to consult a professional staff for advice. He
explained:
…and just being able to have the freedom to, you know, communicate with the
professional staff, like I said I didn’t do that before, so now even if…everything was my
decision. Now if I’m having trouble with making a decision, I have a higher up that I
know how to communicate with…
Delonte “definitely improved” his “verbal” and written communication skills in the workplace.
Delonte didn’t send “e-mails prior [to] college” and learned how to write “a professional e-mail.”
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In sum, Delonte learned the nonverbal skills essential in effectively interacting with
professionals in the workplace from his youth choir experience. Delonte’s third grade teacher
taught him how to speak in a logical and sequential way. Delonte’s participation in a
neighborhood TV production program helped him gain confidence in speaking publicly and
selling himself. As the Show Choir Dance Captain, Delonte learned how to give instructions,
present his ideas, and speak in a non-authoritative way. Delonte’s Campus Recreation work
experience embellished his capacity to communicate when he learned how to interact and
converse with professional staff in an appropriate manner. Delonte began to decipher when he
needed to communicate issues or concerns with professional staff. Delonte learned how to write
professional e-mails at Campus Recreation.
Steven. Prior to Campus Recreation, Steven learned how to communicate with other
commanders in the University ROTC to ensure tasks were being completed. Serving as third in
command, Steven learned how to communicate with other commanders to ensure jobs were
being performed. He explained that, “…all peers at the same level [they]…had to learn how to
communicate with each other to make sure that, you know, we’re getting [the]…job done”. As a
result of interacting with a lot of different patrons and staff in Campus Recreation, Steven
acknowledged that he increased his capacity to effectively communicate with others by learning
how to recognize others’ nonverbal cues. He explained:
…I’d say communication is probably one of the top ones up there because whenever
you’re interacting, that’s one of the main things you do, is communication and…of
course nonverbal, I learned, you know, nonverbal cues so whenever I’m talking to
someone I usually try to maintain a good posture and…avoid folding arms and looking
put-off or anything like that.
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As a result of interacting with others in Campus Recreation, Steven identified two areas for
improving his communication: (1) learning how to speak up so the receiver can hear the message
and (2) recognizing the importance of recipient’s understanding of the communication. He
explained:
And then also while talking I…usually avoid, I used to mutter a lot, just kind of, you
know, under my breath, just because I didn’t realize I needed to be louder, so I, I’m
always…consciously working on maintaining a good volume and…making sure they’re
understanding what I’m saying as well.
In sum, Steven learned how to communicate with other commanders in the University
ROTC to ensure tasks were being completed. Steven’s Aquatics Student Manager position
provided him the opportunity to interact with a lot of people which built his communication
skills, especially focusing on improving his nonverbal behaviors to more effectively
communicate. Also, Steven improved his communication by: (1) speaking up so the recipient
could hear him and (2) ensuring that the recipient understood his message.
Melody. As a Residence Hall Public Relations Officer, Melody learned that
communication is essential in the planning, production, and implementation of marketing. To
develop marketing materials Melody communicated with the graphic designer and the residence
hall student hosting the event. Then she submitted the draft materials to the advisors and the
Residence Hall Association Executive Board to ensure that the marketing materials were
appropriate and met their standards. Melody understood the importance of communicating events
in advance.
As a Campus Recreation Facility Supervisor, Melody built on her understanding of
communication through her interactions with professional and student staff: (1) by understanding
the importance of receiving advance notice of event set-up needs from her supervisor; (2) by
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knowing the significance of updating the facility supervisor who is coming on duty as she is
ending her shift; (3) by informing staff in advance of upcoming events during their shift so that
they are prepared to adjust quickly; and (4) by communicating with staff as unanticipated
requests occur. She explained:
I would say just with like today with…making sure,…with [the Associate Director]
letting me know about the…getting the bleachers set up and he said to make sure that
…letting…the next person know…when to put them back. So that good communication
of him like letting me know and then me, I had to make sure… to remember and …pass it
on to the next supervisor. And also communicating with the fitness assistant, because
I…I feel like I use communication all the time. Letting him know that OK…we have
Upward Bound coming at 2:00 so we need to get these volleyball nets down before they
come….so just communicating with everyone…I do it every shift too, like letting
Welcome Desk know or if there’s like a…camp, letting them know, like hey there’s a
parent waiting to get their…son or daughter signed in.
As a Facility Supervisor, Melody had to constantly communicate with professional and
student staff about what was going on in the facility, what tasks needed to be completed, what
groups would be arriving, and what needed to be done to prepare the facility for their arrival. The
need for good communication was consistently reinforced from the requirements of the position.
As part of the end-of-the semester staff evaluations, Melody confirmed that she enhanced her
communication skills as a result of interacting with professional staff, facility supervisors, and
coworkers. She explained:
Communication [is] definitely [one]… of the big skills I have enhanced with my work
experience….I have also learned to communicate with my co-workers and with the
professional staff whether it be with an F.S. or with [the Assistant Director of Open
Recreation] about any concerns or questions I have or with just updating them with what
is going on.
In sum, Melody enhanced her communication skills from her work experience at Campus
Recreation: (1) by understanding that receiving advance notice helps people adjust to the new
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information; (2) by knowing how important it is to share information with coworkers; and (3) by
updating staff when necessary.
Jack. When Jack worked at the pizzeria, prior to Campus Recreation, he communicated
some with customers, but admitted that interacting with customers was a small part of his job.
Jack “really gained a better…understanding of communication in the workplace…from Campus
Recreation”. He explained:
Well, yeah, a lot of what I’ve built on is, like in my older jobs, communication was a
small part of it, you had some face-to-face contact, but definitely I’ve built on that a lot
from this job, interacting with people through trips and rentals. That’s one skill I’ve
definitely built on.
One of the examples that Jack used to illustrate how he used and built upon his
communication skills was his interaction with a Campus Recreation patron who wished to rent a
canoe with no prior canoeing experience. He explained:
Hmmm…let me think…I often use communication…when I’m at the desk. As…there’s
a bunch of specific situations, let’s see, I’m trying to think of a good one that I can use.
…they all kind of blur because a lot of them are similar, but…a lot of times people with
no experience will come in,…to like, I know so, people come in to want to go on a canoe
trip and a lot of times they’ve had no experience at all with it and they come in to ask
questions and possibly to rent canoes and a lot of what I do is that communication trying
to get across the basic skills without over complicating things and making it sound like
they don’t know what they’re doing or, you know, that they…it won’t be easy for them to
do. You have to state what the challenges are and what they need to do, at the same time
being kind of positive reinforcement so that…communication of…just, here’s what you
need to do, here’s how to do it, kind of thing, and then providing them with all that
information that they will need,…I think that’s…one example of communication that I
use a lot. Because I think that’s a huge part of my job, is just communicating with people.

In this scenario, Jack conveyed his deepened understanding of various aspects of
communication: (1) how to convey the challenges of canoeing without being condescending of
the patron’s lack of knowledge; (2) identify what the patron needs to do; (3) describe the

204
techniques of how to canoe; and (4) provide as much information as possible in an easily
understandable and simplistic way.
Also, Jack enhanced his communication skills by interacting with participants on Outdoor
Adventure trips by: (1) introducing himself; (2) conveying his role on the trip; (3) getting to
know trip participants; (4) informing participants that he is available for questions or guidance;
(5) encouraging participants to share who they are and their thoughts about the trip; and (6)
listening to participants’ stories. He explained:
…and then, would you like me to go into like (yeah), then eventually they’re going to
start showing up (right). So introducing myself, building that connection right off the bat
is huge.…knowing their names, introducing yourself, and letting them know who you are
and that you can ask me questions and that you can talk to me if you need
something…and then getting to know them and getting to know a little bit about their
background is very important.…and then you kind of as more and more shuffle in and
kind of coalesce into a group, it’s building a whole group atmosphere, so getting them to
know each other, maybe going around and doing a little introduction and talking about,
you know, this is what I do, this is why I’m here, why are you guys here and letting
people share their, their thoughts about that.…yeah, and then we would get in the vans
and take off and I mean that’s, the…group atmosphere building and the getting to know
them lasts the entire trip,…it’s in the vans, I think in vans its almost most important
because that’s when you can really, there’s that, the tension is a little relieved, people are
actually on the trip, we’re driving, we’re on our way, and so they kind of relax and you
can kind of get to talk to them, and you’ve got a lot of time, usually hours in the van, so
just sharing your thoughts and hearing theirs, that’s always a good time to do it.
In sum, Jack deepened his understanding of communication in the workplace by being
able to: (1) communicate challenges to patrons in a tactful way; (2) identify patrons’ needs; (3)
describe techniques and processes; (4) convey information in an understandable and simplistic
way; (5) introducing himself to patrons; (6) communicate his role to participants; (7) get to know
patrons; (8) convey to customers that he is available to answer questions or give guidance; (9)
engage participants in sharing their thoughts; and (10) listen to others.
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Customer service. Melody’s campus recreation work experience reinforced that patrons
need to ask questions. Melody built her customer service skills by: (1) understanding how
important it is to convey to others that she is approachable and willing to answer questions; (2)
learning how to speak to different customers appropriately; (3) understanding that people
interpret messages in different ways; and (4) providing potential options or solutions when
customers become dissatisfied.
Appreciation of diversity. Delonte’s further exposure to working with a diverse staff and
serving customers of different ages with varying needs helped him to understand differences and
respond in a way that met customers’ individual needs. Working with a diverse student and
professional Outdoor Adventures staff, Thurman learned that team members: (1) bring different
assets to the team; (2) have different perspectives, interests, and expertise; (3) can serve as a
resource; and (4) with diverse interest can unite to achieve common goals.
Initiative. Jack built on his capacity to be proactive in the workplace by being more selfdirected at Campus Recreation by: (1) finding better ways to perform the work and (2) learninghow-to-learn new skills and job knowledge.
Interpersonal skills. Delonte and Elliot “embellished” their interpersonal skills.
Delonte. For example, Delonte participated in high school extracurricular activities and
credited his socialization skills to his involvement. He stated, “I met a lot of friends, I became
social. I think that’s how I became the social butterfly I am today”. High school was Delonte’s
first exposure to a diverse environment, “with all different nationalities and not people just from
my neighborhood.” Delonte’s involvement in high school extracurricular activities contributed to
his increased interpersonal skills. As the high school Show Choir Dance Captain, Delonte
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learned to: (1) interact with a diverse group of students; (2) how to work with and form
relationships with teammates who were older than him; (3) how to develop close working
relationships with the leadership team; and (4) how to adapt to other people’s personalities.
Delonte attributed his increased interpersonal skills to his Campus Recreation work
experience: (1) as an adult consumer, Delonte understands the customer’s point of view; (2) the
varied interactions with people of different ages; and (3) being able to differentiate between
varied customers’ needs and serve them. He explained.
Even with customer service, …now that I’m older I do more customer service and um…I
can understand the customer’s point of view more….Because I’m older and half the time
I’m the same customer, …I need the same goods that person might be seeking out,
whether they’re going to a grocery store and just buying groceries, I have to buy
groceries for myself now, so I can relate more to that. Working here at Campus
Recreation…I might have a senior citizen with a membership or I might have an 18 year
old with this …membership and just knowing the differences and being able to cater to
the elderly and the youth, the way they feel they should and you know, so that they’re
walking out with a smile.
Delonte’s diverse interactions helped him gain a deeper understanding of people. He explained:
Sometimes you come in and you know you really have to be in the field to understand
and get a grasp on people. A people person is a people person because they’ve socialized
and they’ve worked in customer service or they’ve, you know, had to speak with tons of
different people…getting in there and being involved with it, like working at the front
desk or at the register…I’ve had these customers, I’ve had an elderly woman and I’ve had
an 18 year old, so I’ve been able to develop some type of understanding of these people...
In sum, Delonte’s engagement in high school extracurricular activities helped him
become more social and develop interpersonal skills. Being exposed to a high school
environment with different cultures helped Delonte learn how to interact with people from
different nationalities. In the Show Choir, Delonte learned how to work with the leadership team;
established working relationships with teammates; and learned how to adapt to varying
personalities. At Campus Recreation, Delonte’s further exposure to working with a diverse staff
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and serving customers of different ages with varying needs helped him to understand differences
and respond in a way that met customers’ individual needs.
Elliot. Elliot’s participation in sports, high school committees, and councils helped him
develop his “people management skills” as a result of his interactions with various personalities.
He said, “…I think I just got like a foundation while I was in high school doing sports and stuff.
As a result of Elliot’s campus recreation employment he contended that his “people management
skills [have] gotten a lot better.” Elliot identified five strategies he used to enhance his people
management skills: (1) interacting with women coworkers; (2) being open to new experiences;
(3) actively disclosing himself to many different groups; (4) getting involved with different
employment opportunities within campus recreation; and (5) being more outgoing than in high
school. He explained:
…but here I believe they’ve flourished…to deal with all types of walks of life. I never
dealt with girls when I was playing football and so that’s another aspect,…dealing with
the opposite sex and having them be just as diligent and working hard and staying on
task,…which is not like a big task, but, I mean, still something I had to overcome, I
guess.…and then just being,…I guess my leadership skills have grown as well,…and
being more, I wouldn’t say assertive, but open to new things, …not just disclosing myself
to one group of people, talking to all walks of life. …getting involved with anything and
everything that campus recreation has to offer and…I guess just putting myself out there
more than what I would have done in high school, or before Campus Rec.
In sum, Elliot’s interactions with a variety of personalities in high school sports,
committees, and counsels helped him develop his interpersonal skills. Elliot’s Campus
Recreation work experience built on his interpersonal skills, which helped him be more
comfortable interacting with women; disclosing himself to others; opening himself to new
experiences; and actively engaging in work by taking advantage of developmental opportunities.

208
Job knowledge. For Charles, the Campus Recreation work experience reinforced that job
knowledge is the key to being able to perform work responsibilities, which in turn helps one
adapt to the new work environment.
Problem-solving. Charles’s Campus Recreation employment experience enhanced his
understanding of problem solving by mediating conflicts between people. He learned to: (1)
listen to both groups’ concerns; (2) communicate the need for both groups to be treated
equitably; (3) convey that he was responsible for mediating conflicts; and (4) ensure patrons and
staff knew that he was capable of resolving issues. Also, Charles acknowledged that by
establishing good relationships with the club officers it was easier for him to resolve the issue.
After the problem was solved, Charles realized that he developed a stronger bond with club. As
an Outdoor Adventure co-leader for the day on the staff training trip, Thurman learned how to
problem solve with his co-leader by staying calm, reviewing the map, and determining the best
course of action.
Professional work relationships. Melody learned how to establish good working
relationships, seek advice from a large and diverse staff, and appreciate their differences. Melody
learned that servant leadership may create a stronger bond between staff. Also, Charles
acknowledged that by establishing good relationships with the club officers it was easier for him
to resolve the issue. After the problem was solved, Charles realized that he developed a stronger
bond with club.
Professionalism. Delonte, Steven, and Thurman deepened their understanding of
professionalism in the workplace as a result of their Campus Recreation work experience.
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Delonte. As the Youth Choir Director, Delonte’s aunt taught him how to “be
[a]…professional.” Delonte’s aunt introduced the concept of being a professional as he watched
her direct the youth choir. From Delonte’s youth choir experience he learned that professionals
need to “be…on time [and]…be a team player.” Delonte’s third grade teacher correlated dressing
professionally with obtaining a job, emphasizing the importance of looking presentable. Delonte
indicated that he “definitely” worked on developing his “professional skills and professionalism”
during his employment at Campus Recreation. Delonte deepened his understanding of what it
means to be a professional in a workplace by establishing “a relationship…with co-workers
[and]…professional staff”; working with “professional staff [who were] already in their careers”;
attending “seminars and classes”; and “working at Campus Recreation.” Delonte’s Campus
Recreation work experience taught him “how [a] business works on all levels.”
In sum, Delonte’s aunt introduced the concept of being a professional as he watched her
direct the youth choir. From Delonte’s youth choir experience he associated punctuality and
being a team player with being a professional. Delonte’s third grade teacher taught him being
appropriately dressed is part of becoming a professional. At Campus Recreation, Delonte built
on the concept of professionalism by establishing good working relationships with coworkers
and professional staff.
Steven. Steven contended that he built on his understanding of professionalism in the
workplace as a result of working at the local community pool, working as a lifeguard at Campus
Recreation, and then being promoted to the Aquatics Student Manager position. He explained,
“Well, instead of a community pool, now I’m working for a University’s recreation center, so
with that…the professionalism I’ve built from before definitely carried over and grew even

210
more.” Steven learned how to incorporate professionalism into several areas of his work at
Campus Recreation: (1) written communication, (2) verbal communication, and (3) presenting a
professional image. Steven identified that conveying professionalism involved wearing
appropriate attire, being neatly groomed, and being sufficiently rested to perform the job. He
explained:
With communicating with other lifeguards, whether it’s, you know, via e-mail or phone
or…with the written communication…as a supervisor, just having professional
looking…e-mails as well, so a lot of the communication based…skills and having a
professional image to them. And also just how…I carry myself at my job, whether it’s
…as a lifeguard having the proper gear…or as supervisor, just making sure I have a clean
appearance and coming into work…looking like I’ve had at least…somewhat of a good
night’s sleep and everything like that.
In sum, Steven built on his community pool lifeguarding experiences to enhance his
understanding of professionalism in the workplace. Through Steven’s involvement in the
University ROTC Air Force Attachment, he progressively assumed more responsibilities as he
moved up within the organization. Serving as third in command, Steven learned how to
communicate with other commanders to ensure jobs were being performed. Steven increased his
professional capacity by learning appropriate ways to: (1) present a professional image; (2) write
e-mails in a more professional way; and (3) speak professionally.
Thurman. Thurman’s history teacher and the grocery store manager introduced concepts
that contributed to Thurman’s understanding of professionalism. Thurman’s history teacher
taught him “how you need to be very courteous with people….especially [in] service jobs”. The
grocery store manager taught him “how to be a better worker”. Thurman contended that he
enhanced his professionalism because of Campus Recreation’s departmental emphasis on
learning how to be a professional and what it means to be a good employee. He explained:
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Professionalism has been a major, especially because of the…like the Leadership
Certification Program, all the various talks about professionalism in our meetings and all
the different instruction that …all the various…associate directors have given as far as
professionalism. It …really gave more concrete lessons in it and what future employers
will be looking for and just how to be an overall better worker in those different roles.
Thurman contended that one of the “positive” aspects of working at Campus Recreation was
“definitely the professionalism.” Thurman realized the significance of a professional work
environment by stating:
I find that when you’re working in any setting, it needs to be professional, you still need
to, you can have those friendly interactions, but there still needs to be this, you know, we
have these tasks to get done, when it’s organized in that manner, and everybody
recognizes that professionalism.
Staff training and professional staff helped Thurman understand: (1) why professionalism is
important; (2) how to interact with patrons in a professional and effective manner; and (3) why
engaging with patrons in a professional way is important. He explained:
…just presenting on professionalism in the workplace and professionalism when
interacting with people, so having some of those PowerPoints and having some people
talk about how to, especially pro staff, who have been in the situation longer than
obviously the students, come in and say well, hey, this is why professionalism is
important, this is why learning to interact with patrons is so important,…and this is how
you do it effectively.
Thurman built on his capacity to be a professional by “being accountable” for all the
responsibilities required of him such as: (1) attending meetings; (2) participating in staff training;
(3) following protocols when completing paperwork; (4) communicating with supervisors; (5)
being able to work with coworkers; (6) understanding and following the chain of command; and
(7) addressing the miscellaneous things that occur in the workplace. Thurman explained:
…the responsibilities…it’s like any other job, you have to go to meetings, you have to
make training, you have to…do the paperwork correctly, you still have to be able to be in
contact with [the Assistant Director] or any of the managers,…you have to be able to
work with staff,…both on a co-leader level as well as…those who are above you, you
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know, there is a chain of command and everything that you need to respect and there’s
the typical workplace things that you need to deal with.
In sum, Thurman’s history teacher helped him understand that being courteous and
professional is a necessity in service type jobs. Thurman built on this concept at the grocery story
by gaining a deeper understanding of what it means to be a good employee. Campus Recreation
staff emphasized the need for professional interactions with patrons which helped Thurman
understand the importance of behaving professionally. Professional staff taught him how to
interact professionally with others in the workplace. Thurman enhanced his knowledge of
professionalism from his participation in the student staff’s leadership program, staff meetings,
different instruction, and by carrying out his daily responsibilities. By fulfilling his job duties,
Thurman learned various professional behaviors such as: (1) engaging in meetings; (2)
participated in staff training; (3) following procedures; (4) knowing how to communicate with
supervisors (5) being able to work with staff; (6) how to work within an organizational structure;
and (7) how to take care of tasks when they arise.
Teamwork. As a part of the Outdoor Adventures team, Thurman learned important team
characteristics which contributed to his deepened understanding of teamwork: (1) each member
brings different skills to the team; (2) each member has a different perspective of the world
which is influenced by their interests and expertise; (3) experienced staff possess a breadth of
skills; (4) co-workers can be a source for learning; and (5) a diverse staff with varied interests
can come together for a common purpose.
Time management. Melody became more proficient in managing time and prioritizing
tasks as a result of carrying out her Campus Recreation job responsibilities by learning: (1) some
tasks are time specific; (2) some associated tasks demand a specific order of completion; (3)
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some tasks require more than one person to perform; (4) some tasks can be delegated to others;
and (5) it is important to use your time wisely. Thurman learned two time management
strategies, prioritizing and creating task checklists.
Report writing. A more detailed Facility Supervisor report requiring Melody to assess the
current condition of recreation space and track participation counts, helped her understand the
importance of recording information and organizing her work.
Really Got Good at It
All participants in the study identified skills or abilities that they “really got good at.”
Research participants felt that they had made significant improvements in their skills or
capabilities in this category. They attributed their increased proficiencies by: (1) getting to
practice a lot on the skill; (2) experiencing different situations related to the skill; or (3)
interacting with different types of people. Each participant honed different skills which was
dependent of their specific campus recreation experience. In sum, participants “really got good
at” a variety of skills and work-related concepts as a result of their employment at Campus
Recreation: adaptability (Thurman); administrative skills (Steven, Jack, & Thurman);
assertiveness (Elliot); balance work and life (Thurman); effective communication (Belinda &
Thurman); customer service (Delonte, Belinda, & Thurman); appreciation of diversity (Charles);
leadership (Charles); positive work attitude (Melody); managing incidents (Charles); teamwork
(Thurman); time management (Elliot & Thurman); and writing reports (Charles). Each learned
outcome is summarized below and examples related to administrative skills, assertiveness,
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customer service, managing incidents, positive attitude, and time management are incorporated
into the summary.
Adaptability. Thurman enhanced his capacity to adapt by learning so many different
skills and job duties in Outdoor Adventures.
Administrative skills. Steven honed his administrative skills from being the Aquatics
Student Manager because he was responsible for organizing data, writing reports, and scheduling
staff. Steven learned other aspects of using Microsoft Word and Excel to help him create more
professional documents. Jack “really got good at” planning and preparation. Thurman honed his
planning and implementation skills.
Steven. For example, Steven learned how to organize staffs’ availability in an effective
way and create a schedule that met all staffs’ needs. He explained, “When…just organizing…or
managing a staff so,…being able to take all the staff’s availability and kind of put it into a
schedule that works for everybody”. In sum, Steven got good at performing the administrative
duties needed to keep the Aquatics program operational.
Jack. Jack was good at planning his personal life, but Campus Recreation helped him
hone his planning skills by preparing for outdoor adventure trips and trip menus. He explained:
…preparation is one. I was always pretty good at like kind of coming up with a game
plan of stuff I needed to do, like just in my personal life, of like OK, this is what I need to
get done. But through this job, I mean I’ve maximized that quite a bit by planning trips,
planning menus….and it involves preparing the gear.
Jack learned how to effectively organize tasks in the appropriate order and created lists to
accomplish tasks which he applied to his personal and academic life. He explained:
You know, I’ve found the most effective way for me to realize what order something
needs to get done in and I’ve used that in school, I’ve used that, again, in my personal life
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as well as other jobs, of making kind of mental lists or even physical lists of how to get
stuff done.
Trip planning has “a lot of different stages” such as preparing: (1) trip paperwork; (2) driving
and trip activity routes; and (3) food. He explained:
…normally what I would do to prepare for a trip, would be, I’d be making sure that all
the paperwork for the trip for each of the participants is ready to go so that we have
emergency contacts, we have all the medical information that we need when we’re out in
the field,…so that’s prepared, I have to make copies of that. You have to make …maps
for the trip, either when you’re driving or what your route is going to be while you’re
hiking or kayaking or canoeing or caving, which places you’re going to go to and then
how to get to those places. …and then there’s a lot involved with food as well, so I’ll be
drying out food for our backpacking trips, making it lighter, we have a dehydrator back
there so preparing that food, so that we’re able to take it into the back country. And then
just kind of, a lot of food prep also is making sure that we’re not going to be leaving
packaging and plastics everywhere, so if you’ve got a box of granola bars, it’s breaking it
down, you’re getting rid of the cardboard and just pulling out the actual granola bars,
keeping them maybe in a plastic bag or something much more transportable..., yeah that’s
probably about average planning time.
Equipment preparation is another aspect of trip planning which involved: (1) identifying what
items were needed on the trip; (2) determining how much supplies to take on the trip; (3)
ensuring trip participants pack appropriate gear; and (4) checking trip equipment so that it is in
good working order. He explained:
Yes, gear prep so if we’re going on like a backpacking trip, …I’m going to be checking
the stoves that we’re going to be using in the back country, preparing that we have
enough gas for it, making sure I know how much gas we’re going to need. There’s a lot
of quantity involved of, of gear, if we’re going to need, you know, how much toilet
paper, how long are we going to be out in the field …and then same thing with med kits
as well, we’re going to…how many bandages, how many mole-skin do we have, how
many of each thing do we have, it is a full set of first aid kit and then also prepping the
participants to make sure that they have their gear so that when they come in, not only do
they have their paperwork, do they have all the gear they need. And it’s not only what
gear we can provide them, because we can provide most of it, but also that they have
what they need, so making sure they have the right layers of clothing for the weather that
we’re going to be facing or …the right footwear for what kind of conditions we’re going
to be in. …and then out the gear that we do rent, have I made sure that the gear is
rentable, is it going to be usable, …checking it over to make sure there’s no holes, there’s
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no…damage to the equipment, because you don’t want to find that when you’re out in the
field, so that’s making sure all the gear is ready.
On the day of trip departure, Jack checked to ensure: (1) all the gear was prepared to go; (2) the
equipment and supplies were loaded into the vans; and (3) the van was ready for travel. He
explained:
Well normally when I get there, I would make sure that we’re ready to go, so like, that
we’ve done everything up to that point. Making sure that all the prep I’ve done is in
position and ready to go. Everything is loaded into the vans, everything is ready, the gas,
all the vans are filled with gas, you know, the tires are good, making sure that we’re
ready to drive wherever we’re going to go.
To fully consider and make appropriate decisions, Jack sought information and asked as many
questions regarding the various elements of the trip: (1) park office location and services; (2)
park information; (3) park amenities; (4) trail conditions; and (5) difficulty of the routes.
…information on like the park office, there’s a back country office and then there’s
[the]…National Park office…you want to know something about the park…you want to
know something more about the back country, like the trail conditions and the shelters…
and…you know, ask all questions, just anything that you can think of, kind of to take out
that unknown factor to prepare you even more. …ask them about the route that you’ve
planned, like what they think of it, do they think it’s too hard, do they think it’s easy,
what have other people said about it, knowing everything about it, just preparing…
Jack worked with his coworkers to prepare for the trip and emphasized: (1) creating a list of
tasks; (2) assigning tasks to staff who have interest or expertise in that area; (3) partnering with
staff to complete some tasks; (4) collaborating; (5) listening; (6) sharing ideas; (7) seeking
opinions; and (8) finding ways to improve the trip. He explained:
And then also when we’re preparing for trips, a lot of it is having like a list of, here’s
what needs to get done before the trips goes and maybe picking out …some stuff to do
together and some stuff, they may be, oh I’m really good at, you know, planning food for
this trip, I like that kind of stuff, I like nutrition, so I’ll do that. And letting, getting to
know what their experiences are and then working with them to provide the best trip we
can for people. And listening too, collaborating and seeing what they think about my
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ideas and, you know, maybe what we’ve done in the past and seeing if they have any
ways to improve it. Fresh insight.
Jack prepared the assistant trip leaders so they would understand their role on the trip by: (1)
conveying expectations and (2) discussing the order that tasks need to be completed. He
explained:
..., and then as a trip leader, I think most of my interactions with my assistant trip leaders
is kind of providing somewhat of …like instructional, like what I would do with a
participant, only kind of just it’s almost like a pre-thing, so I’ll let them know, here’s
what I want, you know, us to do, here’s what the plan is going to break down once we get
to camp, I want us to set up tents, I want to get, you know, the food going, I want to make
sure everyone’s got all their stuff and gear out,…so letting them know what my
expectations are when we get to camp and while we’re on the trail,…that’s in the field.
Upon returning from the trip, Jack understood that these aspects affect the planning and
preparation of the next trip: (1) cleaning gear; (2) repairing equipment; (3) reviewing problems
identified from the previous trip report; and (4) determining ways to improve.
Yep, a big part of it is …getting, you’re prepping for the next trip that goes out. You
don’t want to leave any gear in bad condition, you know, you don’t want to have wet
tents or wet packs, or you don’t want to leave anything like it was when you’re out in the
back country, so a lot of that is cleaning up, making sure the gear that was used is again
in shape that they can use it right away …for the next trip. …and then a lot of it is also
reflection and um…writing up a report, like saying this is what happened on the trip, if
there were any problems, stating them, and saying what you could have done better, a lot
of just personal reflection and then …like typing up the trip reports, that they got, the trip
evaluations that we got from each of the trip participants, typing those up and seeing
…you know, what people said about it and how you can improve on, on what you’ve
done for the next trips you’ll be leading.
In sum, Jack honed his planning and preparation skills from the trips that he planned for
Outdoor Adventures. He learned to: (1) create task lists; (2) organize tasks in sequential order;
(3) complete trip paperwork; (4) determine driving routes; (5) identify trip activity routes
appropriate to participants’ skill level; (6) prepare menus and food; (7) identify equipment and
supplies; (8) check equipment to ensure it is ready to use; (9) get the van ready for travel; (10)
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ensure that trip participants pack appropriate gear; (11) load the vans; (12) obtain park
information; (13) know current trail conditions; and (14) read previous trip report to identify
problems and areas of improvement. Jack worked with his coworkers to plan the trip, which
helped him learn how to: (1) allocate tasks to staff with specific interest or expertise; (2) work
with coworkers to complete tasks; (3) collaborate with staff; (4) share ideas; (5) seek opinions;
(6) listen; and (7) decide ways to improve the trip. Jack learned to prepare trip leaders by: (1)
defining their role; (2) conveying expectations; and (3) determining the order of tasks.
Thurman. The various components of outdoor adventure trip design, preparation,
implementation, and adapting to various situations as that arose on the trip, helped Thurman gain
a deeper understanding of project planning and management. Thurman provided “a really good
example” when he “was assigned the um…spring break trip”. The first step in planning the
service trip was to decide where to go. Thurman and his co-leader “decided on…going down
to…to work with Living Lands and Waters to help clean up the Mississippi River”. Thurman
was assigned to work with the graduate assistant to co-plan and lead the trip. Thurman and his
co-leader “broke [the trip planning] down into the different components” and explained how the
planning process unfolded: (1) during the first day of planning they organized their tasks; (2)
they created a comprehensive task list; (3) developed a trip itinerary outline; (4) conducted
research of the geographic region; (5) discerned camping and touring natural site options; and (6)
created a budget for food and other trip expenses. He explained:
…with our first day on the trip was basically to organize ourselves, trying to being able to
figure out what a checklist would be for the trip, um…who our contacts are with Living
Lands and Waters,…all of those different things, just basically the preliminary, where do
we go from here, make an outline and go from there. Our second couple of days were
spent looking at...we wanted to be able to give them an experience that they could then
connect with the work that we were doing, so we did a lot of research on camping areas
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in the vicinity. …so we would basically look at the distance…from….Memphis, was
where we ended up …to work, we wanted to ….find out what was within the vicinity,
you know, a couple of hours drive and we um…then from there decided on um…the
Ozarks and going there to show them one of the natural springs. So that was our first
objective, was to basically come up with the trip before getting to …Memphis. And then
…the second day was spent organizing the events for those first couple of days. Where
would we be staying, what would we be doing...food, all that, preparing a budget then for
the food. …then after that we would then budget out for the rest of the week, so the entire
time that we were doing this we were working within a budget.
Thurman contended that communication was an essential part of the planning process which
included: (1) continuous contact with the service organization; and (2) informing and updating
participants. He explained:
And then for the third day we spent more time focusing on the week itself and making
sure that we were constantly in contact with Living Lands and Waters and making sure
that they knew how many participants we would have, making sure that…all of our
participants are informed on what they’re doing…
Thurman and his co-leader developed a presentation and conducted a participant pre-trip meeting
a week in advance of the trip to: (1) discuss trip details and (2) give participants time to gather
unanticipated items. He explained:
The …fourth day, I guess as would be, um…the pre-trip meeting, so we spent time
…putting together a presentation for those who were going on the trip so they would, we
would be able to answer all of their questions a week prior to departing. That way they
would have a week to gather whatever they needed, if they felt that they needed
something for the trip.
The day before the trip, the co-leaders gathered the equipment, food, and checked “all the
vehicles…out” to ensure they were ready for travel which typically took several hours to
accomplish. He explained:
... from there, the day before leaving, we would spend the afternoon, evening gathering
up the food that we needed, making sure that the vehicles would be ready, making sure
we had all the gear together that we needed for the trip and basically doing all the daybefore things to make sure that our morning would go easier.
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Thurman and his work partner arrived early to start loading the vans so that they were available
to greet participants as they arrived. He explained:
That morning, then we would arrive an hour early …to go make sure, check out the
vehicles and …begin loading and that way we were here to greet all of our participants
and be able to help them load the van…
As trip participants arrived on the day of the trip, the co-leaders were ready to receive the
participants and made “sure [participants had] all the proper equipment” needed for the trip. He
explained:
Um…basically greeting all the participants and we had already introduced ourselves, but
reintroducing ourselves to them, having them introduce themselves to us and all the other
participants involved,…making sure that they had, last minute checks on things and
making sure that if we can get them anything that they may possibly need, doing so.
…yeah, that’s basically what we would do, just to make sure that everybody’s got
everything and they’re ready.
During the long drive to the location, Thurman and his coworker initiation conversations with
participants. He explained:
…from there…we would drive then to the Ozarks. [the graduate assistant]…and I would
switch on and off driving and the entire way there we would try and strike up
conversations with the participants, try and get conversations going, you know, the usual,
what’s your major, you know, the typical college questions and then conversation for this
group anyway, basically started itself, we didn’t really need to, we were more
participating in the conversation than trying to get the conversation going.
Thurman acknowledged the importance of being flexible and providing opportunities for
participant input. He explained:
..., we asked the participants, because we had such a lenient schedule for those first
couple of days,…what they’d like to do and a lot of them hadn’t seen the…Arch in St.
Louis, so we decided …because we had the time, we stopped in St. Louis for lunch and
then saw the Arch. …so that was really an interesting part for me because it, that was
participants asking to do that, so it was really cool to see that kind of thing.
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In sum, as a result of Thurman’s trip planning experiences, he gained skills in (1)
identifying various aspects of the trip; (2) delineating tasks associated with the various
components of the trip planning and implementation; (3) organizing in the proper order and
prioritizing tasks; (4) identifying the correct amount of time needed to accomplish each task; (5)
creating a comprehensive checklist; (6) creating an itinerary; (7) researching the area; (8)
determining a route; (9) developing a budget; (10) identifying and gathering equipment; (11)
checking equipment and transportation; (12) packing equipment and supplies; and (12) allowing
for flexibility in the schedule. Thurman learned that communication was a critical part of the
process by: (1) maintaining contact with the park site; (2) informing and updating participants;
(3) greeting patrons on arrival; (4) questioning patrons about their gear to ensure they have what
they need; (5) getting to know patrons during travel; and (6) seeking participant input.
Assertiveness. Elliot’s Campus Recreation work experience helped him understand that
there are times when he needs to speak up and let his voice be heard. He has learned when it is
important to assert himself into a situation. Prior to working at Campus Recreation, Elliot
admitted that he tended to be one of the quieter ones of the group, although he acknowledged
that he enjoyed talking to people. Elliot honed his abilities to assert himself into the situation
when he needed to be heard. He explained:
Um…what other skills have I learned, and I guess just being a little more assertive, I’m
kind of quiet and I kind of keep to myself, and…but I do love talking to people, I just
don’t…I’m just not the loudest one in the room I guess you’d say. Um…and being here,
sometimes you have to be the loudest person in the facility, so.…yeah, I guess I also have
learned how to …just be more out there.
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In sum, Elliot’s Campus Recreation work experience helped him understand that there are times
when he needs to speak up and let his voice be heard. He has learned when it is important to
assert himself into a situation.
Balance work and life. Thurman gained a deeper understanding of how to balance work,
and other commitments at Campus Recreation because it was a focus of the department.
Communication. Belinda realized that it is important to discuss issues and concerns with
her supervisor so that they are resolved. Thurman learned that communication was a critical part
of the process by: (1) maintaining contact with the park site; (2) informing and updating
participants; (3) greeting patrons on arrival; (4) questioning patrons about their gear to ensure
they have what they need; (5) getting to know patrons during travel; and (6) seeking participant
input.
Customer service. Delonte, Belinda, and Thurman “really got good at” serving a variety
to customers at Campus Recreation. For Delonte, job knowledge and interpersonal skills played
a role in his capacity to serve patrons. Belinda made an effort to serve customers by changing her
communicate style to accommodate different patrons and learned how to meet customer needs
within organizational constraints. Thurman used job knowledge and demonstrating procedures as
two strategies to meet customers’ needs. Thurman learned how to engage participants in
activities; establish good relationships; and help customers get the most out of their experience.
Thurman learned to address patrons’ issues in positive ways. Thurman learned to see the
customer’s perspective and understood that by serving patrons it can positively impact them.
Delonte. For example, Delonte felt that he really honed his knowledge of Campus
Recreation by: (1) being able to sell what Campus Recreation has to offer; (2) “being able to
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answer…question[s]”; (3) “knowing exactly where to go to get the answer” if he doesn’t know
it; and (4) “being that customer service friendly” guy. Delonte affirmed:
So I think that’s what I honed in on, I feel most comfortable …just being that customer
service friendly guy, letting everyone know what we have to offer, that is something I’ve
definitely honed in on.
In sum, Delonte gained significant job knowledge which helped him to sell the
department, answer questions, and use his resources when he didn’t have the answer. Delonte
used his people skills to interact with patrons and prospective customers.
Belinda. Belinda honed her capacity to see customers’ from multiple perspectives.
Building on her high school summer camp experience, Belinda’s Campus Recreation summer
camp job reinforced that parents and campers are both customers of the camp because they both
have expectations for the program. Belinda affirmed that she needed to “make…sure that [the
campers are] get…out of it what the parents want them to…” Alternately, Belinda began to
understand that it is also important to ensure that staff are meeting “…the goal of the camp...”
Belinda applied this concept to her future career by emphasizing that student affairs
professionals need to be able to see the students’ and the professionals’ viewpoints. She
explained:
In student affairs you’re obviously like serving the students while working for the
university, so, um…yeah just, I think…cause, you know, right now I still see everything
through the lens of a student, so like when I do get my professional job, I’ll be able to
um…still like be in the eyes of a student, but then I’ll be working like for the university
and I’ll have to um…make sure things go the way that it has to, according to like, you
know, protocol or whatever.
Belinda gained a deeper understanding of the need to serve customers’ needs while still meeting
organizational goals. Belinda honed her capacity to serve customers through her interactions
with Campus Recreation patrons. Belinda found three aspects of customer service that helped her
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improve her capacity to serve patrons by: (1) differentiating between angry and happy patrons;
(2) knowing how to be more assertive when she needed to enforce policies; and (3) adjusting her
communication style to accommodate different customer situations. She explained:
…I used to be a bit more shy with the patrons but now I can be a bit more assertive, like
if there’s a patron that’s getting angry at me, like I know when to lay down the law and to
just put my foot down…and then there’s also the good patrons that come in that…you
just know it’s good to kind of establish that, you know, hello, how is your day, basis
thing.…so that’s, yeah that’s a big one.
In sum, Belinda honed her customer services skills because she understood the
importance of meeting customer needs and still complying with organizational expectations.
Belinda learned how to adjust her communication style which was dependent on the type of
interaction she had with patrons.
Thurman. As a lawn entrepreneur and being employed at the family business, it helped
Thurman learn how to interact with customers and present an image that patrons felt comfortable
seeking out when they needed assistance. Thurman learned to listen, identify people’s concerns,
and be courteous from his middle school history teacher. Thurman enhanced his customer
service skills by learning how to: (1) become more social, (2) “make people smile, (3) feel
special;” and (4) handle multiple customer requests simultaneously from his grocery store work
experience.
Because the “all three [campus recreation] jobs, um [are]…customer service, [Thurman
gained]….a deeper understanding of customer service”. Campus Recreation staff training helped
Thurman expand his knowledge of customer service by learning: (1) “how you can have an
impact on creating excellent customer service [and] (2) [the]…need to see things from the
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patron’s point of view”. Thurman recognized that having the appropriate knowledge and
information is an important part of providing good customer service. He explained:
My customer service abilities have also been greatly increased due to the need to learn all
of Campus Recreations offerings for patrons. I have had to memorize the locations of
offices, facts about different programs, and have a general knowledge of the Campus
Recreation facilities. This has helped me to be more effective in helping patrons to get the
most out of their experience.
As a trip leader, Thurman “design[ed] trips to help people get out in nature, which helped him
learn how to interact with “patrons and customers in a different way, rather than sitting at a desk
and answering questions”. Thurman learned to interact with different types of patrons, from
“everyday customers who [are]…on a first-name basis…and then…the unruly customers and
patrons that are doing something wrong”. Thurman learned various techniques to effectively
serve customers such as how he taught customers to use the digital locks instead of telling them
to read the posted instructions:
And …well, I’ll give you one instance that happens a lot but people always thank me
every time for it is, the lockers here tend to be kind of confusing with the key pads and
people, even though that it is posted, sometimes it gets confusing for them. So every time
I have somebody come up to me and say, …how do you use the lockers, or um…which
lockers can I use, I will always ask them, …would you like me to show how to use them,
or if I’m standing right next to one, I’ll show them how to enter the key code. Just
because…it helps customers and patrons …see how it’s done and it’s a lot easier than
trying to read the script on the side of the locker. So, and I’ve always had people thank
me for that because it makes it so much easier for them.
In sum, Thurman’s positions in Open Recreation and Outdoor Adventures helped him
hone his customer service skills by learning: (1) that knowledge is a prerequisite to be able to
assist patrons; (2) excellent customer service can positively impact patrons; (2) how to see the
situation from the customer’s perspective; (3) how to engage with patrons for longer periods of
time on a trip; (4) how to establish good relationships with regular customers; (5) how to deal
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with patrons who didn’t follow policies; (6) showing customers how to do something, especially
when it is complex or confusing; and (7) helping participants get the most out of their
experience.
Appreciation of diversity. Charles honed his appreciation for people’s differences by
learning to: (1) be more accepting of individuals; (2) understand different cultures; (3) identify
positive aspects of people’s culture; (4) be more open to people; (5) “not judge” others; and (6)
view people from their perspective.
Leadership. Charles said, “Leadership is probably by far the one that’s really gotten up
because I’ve never had that opportunity really to be that higher up, to be that supervisor
position”. Charles asserted that his job at Campus Recreation “gave [him] that great opportunity
to be a leader and actually do something that would be beneficial to campus recreation as
whole”. The feedback Charles received reinforced his belief that he excelled at being a leader.
He explained, “…but I’m actually seeing something that people are telling me that’s awesome
you did that, that’s awesome that we have that, and I’m being thanked for things that I’m doing
and it’s nice to have that gratification and that thanking…” Charles added, “It’s nice to see that
I’m actually having an opportunity to be a leader and it’s positive and it’s not going wrong. Even
though there are ups and downs, the ups outweigh the downs.” Charles’s refinement of his
leadership skills will be explained in the “proven myself” sub-theme.
Managing incidents. Charles “really got good at” managing incidents and his capacity to
write reports which were skills developed in tandem. Charles refined his report writing skills by
fulfilling his job responsibilities at Campus Recreation. Charles was not prepared to complete the
incident report at first because he was around “22 years old [and had]…never done anything like
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that”. Charles claimed that working with a “legal[ly] binding document” was “very different
and…kind of a little scary”. When Charles first started managing the incident and completing the
Incident/Accident Report he said that he “was very calm…trying to get all the information that
[he] could…trying to fill it out as much as [he] could. However, Charles felt “that…something
[was] missing [that he]…wasn’t filling it out properly”.
Charles learned how to handle the situation and complete the form more effectively as he
gained experience. He explained:
As time went on, I actually started figuring out the best way to fill them out and the best
way to handle that situation, that highly stressful environment, whether it’s a theft, or
someone bleeding or something like that and it’s being that representative of Campus
Recreation, that supervisor, to not only to the patron, but to the police officer. I can give
you numerous times when a police officer has thanked me for my approach and handling
of the situation.
As Charles learned new strategies to complete the report, he realized that he:
…developed [his report writing skills] in a positive way from being simple and only
[reporting] just a few things, to as descriptive as possible so that when it comes to a legal
situation, there’s nothing left out, there’s nothing that’s going to hurt us or them.
Charles admitted that in the beginning:
It was not very much because I was still inexperienced, I didn’t know exactly what I was
looking for and over time I learned these different things that the cops would be doing
when these situations were happening and I wanted to make sure that, you know, these
cops didn’t waste their time, that you know, I would have already done this for them so
that they could take care of this person and get to wherever their stuff is or if they’re
injured get them to where they need to go.
Charles developed eight strategies in a specified order which refined his incident report writing
skills and management of the situation: (1) move the victim into a meeting room for more
privacy; (2) calm the patron; (3) asking the customer what happened; (4) write their story on the
form; (5) obtain patron’s information; (6) find out if there were witnesses; (7) identify where the
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incident happened; and (8) relay information to staff to return to the location of the incident and
check for witnesses and search garbage cans for discarded items if the incident was a theft. He
explained:
And it’s…what it’s developed into is that, you know, I take the individual, and I always
usually go into the meeting room,…I have them sit down and I have them calmly tell me
exactly what happened with the situation. Everything that they tell me I fill out in the
little section on the Incident/Accident report. The next thing I do is start getting their
information, figure out, you know, who they are, a student,…if they had any witnesses
that were there, where it exactly happened. …when I’m figuring out all this information,
I’m also relaying to others to go to these areas, for like instance like, there’s a fight, see if
there’s witnesses that are there, if it’s a theft, check garbage cans.
Charles’s academic major in environmental consulting helped reinforce the importance of
providing specific information to the legally binding document. Charles started attaching the
police officer’s card to the form with the case number to provide more information. He
explained:
…a while ago, I actually started taking, specifically the cop that comes in, their card and
also attaching the case number so that we have specifics because this document is a
legally binding document and it’s my understanding that ... within my field of
environmental consulting, everything that I write is a legal document.
Charles understood that the report should look professional and be informative. He explained:
If I have an open space, I have to cross it out, date it an initial it, that’s how serious it is
and it’s me taking this form, this very, this legally binding form, and making it as
professional and as informative to, I believe it’s [GA Open Recreation], that receives
them now, but ultimately it goes to [Associate Director]…so that he doesn’t have to go to
me, that he has everything in front of him that he has no stress over trying to figure out
what happened.
In sum, as a result of being required to handle incidents and complete Incident Reports,
Charles refined his skills by: (1) understanding that the information collected is important; (2)
being as descriptive as possible; (3) moving the victim to a more private area; (4) calming the
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customer; (5) asking the customer what occurred; (6) collecting the patron’s information; (7)
identifying witnesses; and (8) determining the location of the incident.
Positive work attitude. As a result of Melody’s Campus Recreation work experience, she
honed: “staying really positive….and keeping [patrons and staff]…happy”. She explained:
…staying really positive…with that customer service. Because…I try to always like
keep a happy attitude, not that I’m always upset, but I mean like, just always staying
positive and happy or just trying to make somebody’s day, like hey, …great... …I like
those shoes, or like hey, great job with lifting those weights, I know I couldn’t have done
that, so I’m glad you did, or like hey, thanks for sweeping that thing out, I know it must
have been hard, so I’m glad you did, just always try to keep everybody happy, or like
saying hi to just anyone, or like hey you look good today or are those new, or did you get
your hair done, or just...just trying to be, I guess nice, that customer service, just being
nice to people or if they ever have any questions, like letting them ask or answering their
questions.
Melody recognized that, at times, her coworkers at Campus Recreation complained about work.
…I’ve noticed…there’s been times where, even my coworkers, I have to hear it from
them, and just complaining about like little things and I don’t know if that’s because I’m
from [another country] where, because I’ve been so grateful for everything that’s
happened for me…
Although Melody’s fellow employees may convey dissatisfaction for the kinds of jobs they need
to perform, Melody recognized that that she could serve as a role model for others by
consistently conveying a positive attitude and by asking coworkers to change their attitudes. She
explained:
…so I’m learning to…just be happy, and…I’m trying to tell people like, set a goal of
staying positive…and then hopefully you’ll become like your future.…but I’ve noticed it
from my coworkers…and it’s sad to hear complaining, but…I hope just by keeping
myself positive, they’ll maybe, I don’t know what’s the word, attract to it and it will be
contagious where they all want to…stay positive too, cause you can just enjoy work, even
if you could…just be singing and sweeping. A lot of people will complain that, why do
you got to sweep, but you just sing and sweep, you know, have a good time, then work
will be so much [more]…fun.
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In sum, Melody contended that she really got good at “staying…positive” at work,
regardless of work demands or the type of work that the job required. Melody realized that she
served as a role model by setting a good example of maintaining her positive attitude while at
work. Melody challenged staff to change their negative attitude to a positive one and understood
that a change in attitude may not happen instantly, so setting and striving to achieve that goal
may take time.
Teamwork. Jack worked with his coworkers to plan the trip which helped him learn how
to: (1) allocate tasks to staff with specific interest or expertise; (2) work with coworkers to
complete tasks; (3) collaborate with staff; (4) share ideas; (5) seek opinions; (6) listen; and (7)
decide ways to improve the trip. Jack learned to prepare trip leaders by: (1) defining their role;
(2) conveying expectations; and (3) determining the order of tasks.
Time management. Elliot acknowledged that he refined his prioritization skills as a result
of his work in Campus Recreation by being able to: (1) identify urgent tasks; (2) differentiate
between slight differences in the importance of tasks; (3) prioritize each urgent task; (4)
recognize what items can be delayed; (5) respond to requests when they occurred; (6) identify
that non-urgent activities only involving one person could be postponed; and (7) differentiate
between the types of reservations and weighed their importance. He explained:
…prioritizing…what’s more important and what can be put off later. I’ve gotten pretty
well at that. For example, on a shift you’ll have many things to do, but some things are a
little bit more important than others, like this past semester I had to do the first aid kits
and you had to do it at like 1:00, well 1:00 is a really busy time during the semester, so
you’d have someone asking to put up a volleyball net, or you’d have a baseball club
coming in, and stuff like that, so I got really good at being, OK, let’s handle baseball
club, then this guy needs his volleyball net, let’s put up this divider whatnot, and then I’ll
do the first aid kit last because that’s just something I can do on my own when I have
some down time. …yeah, I think I’ve gotten really well at organizing just importance of
events. …cause baseball…you know, baseball club, they probably, not baseball club,
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baseball team probably pay for the facility as opposed to someone who needs a
badminton net, just comes in and just wants a badminton net, even though they’re paying
dues, there’s kind of, baseball kind of trumps in that situation. …yeah, I guess that’s
about it.
In sum, Elliot honed his prioritization skills from the anticipated and unanticipated
requests that came his way when managing the facility on a daily basis. He learned to
differentiate between urgent and non-urgent tasks and discern the slight nuances of tasks that
seemed on the surface to have the same priority level and place them in an appropriate order.
Learned from Scratch
All participants in the study identified skills or abilities that they “learned from scratch,”
which meant the competencies gained were new to them. Although these skills, on the surface,
may seem that they were not new skills, participants felt strongly that they really didn’t know or
have the capacity to perform these skills previously. To these research participants, the skills in
this category were “learned [them] from scratch.”
In sum, participants “learned from scratch” a variety of skills and work-related concepts
as a result of their employment at Campus Recreation: adaptability (Delonte & Elliot);
autonomous (Elliot & Belinda); commitment (Elliot); communication (Charles); cross training
(Delonte); customer service (Delonte); being “the face of the business” (Jack); job knowledge;
leadership (Jack); learning how to pick-up on things quickly (Melody); motivating others
(Steven); policy enforcement (Thurman); responsibility (Thurman); and time management (Elliot
& Belinda). Each learned outcome is summarized below and examples related to adaptability;
autonomy; communicating effectively; customer service; motivating others; policy enforcement;
and time management are incorporated into the summary.
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Adaptability. Delonte learned how important it is for an employee to be comfortable with
changing situations and being able to respond in an appropriate manner. Elliot acknowledged
that he learned how to address the unanticipated things that occur at work which he contended
would help him throughout life’s changes.
Delonte. Delonte learned that he “like[d] to be flexible.” He realized that when
unanticipated circumstances arose, it could be stressful because it disrupts work flow. However,
Delonte did not find those situations to be a problem. Instead, he learned how to adjust to the
warranted situation and solve the issue at hand. He explained:
…as far as the supervisor, when those situations come up, and they just pop up, you
know, it’s like…it’s…it’s a stressor because you’ve gotta kind of figure out OK, you
know, it takes you out of the systematic that you’re used to, which isn’t a problem for
me…but it does change up the atmosphere…
Delonte learned how important it is for an employee to be comfortable with changing situations
and being able to respond in an appropriate manner.
Elliot. Elliot acknowledged that he learned how to address the unanticipated things that
occur at work which he contended would help him throughout life’s changes. He explained:
…I think it will help me just because, you never, nothing is ever set in stone in life, I feel
like. So if you’re able to take on things and you weren’t expecting it and just flow with it,
like, oh, that…that was just weird but, you know, I got over it, I got through it,…I think
that’ll help a lot in life because nothing, nothing is set in stone in life, nothing’s just
planned out for you. You may think you have it planned out, but there’s always a curve
ball, there’s always some stepping stone you have to overcome…in your path of reaching
whatever goal you’re trying to achieve. So I think…all the things that get... thrown at me
throughout the day at the Rec [have] really helped me…not get flustered when those
things do happen to me in life.
Autonomy. Elliot and Belinda both learned how to be autonomous while working at
Campus Recreation. Belinda learned to work on her own within the Campus Recreation work
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environment. Elliot liked the freedom to be able to work independently and make decisions on
his own.
Elliot. Elliot learned to be more autonomous by fulfilling his Campus Recreation roles
and responsibilities. Elliot learned that he liked being able to work independently and to identify,
prioritize, and complete tasks on his own terms. It didn’t even feel like work to him. He
explained:
Also it’s helped me…develop some autonomy skills so I can just work on my own, and
…but still be productive. Doing things that maybe I wasn’t directed to do, but I know
would help the Rec, make it flow better um…I guess just given my little ideas around to
help this place out, cause I do care for this place and I want it to run to the best of its
ability…and I really do like the autonomy of just being able to flow, I guess.…that’s
what I was saying earlier, it doesn’t feel like work when you’re just like, alright I’m
going to do this, let me go be productive somewhere and I’ll go accomplish this task, or
I’ll go organize this closet, or I’ll go help [the Associate Director] set up equipment or
Mike, the janitor, wants me to help move some equipment in the cardio room, I feel like
that…that autonomy and that like not like at 9:00 I have to do this, 9:30 I have to do this,
10:00 this, is a lot better for me, I like it a lot better, just the kind of randomness
throughout my day.…so it’s not like a strict…schedule.
In sum, there were four elements of working independently that Elliot developed: (1)
producing work without the help of others; (2) identifying tasks that need to be completed on his
own for the benefit of the department; (3) demonstrated a concern for the organization; and (4)
had a desire to make improvements in the program.
Belinda. The other skill that Belinda developed at Campus Recreation was her capacity to
learn on her own. She said, “…just learning on my own, like there’s so many things that I think I
tend to just, I like, want to learn things so I’m not clueless when it, when it matters.…like on the
register, that’s a huge thing.” Belinda used the employee intranet system to review a policy, a
procedure, or a department announcement at the time when the information was needed. She
explained:
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And then something…I do a lot, is…for example, when I knew the weather was kind of
getting bad, I wasn’t exactly familiar with the tornado procedures, so…it was a couple
days prior to that shift that there was a tornado watch or warning, I always get those
confused, there was a tornado warning, I looked on Blackboard and I looked at the
employee manual and I just did a Control F and I looked for Tornado, and I read that.
Sometimes I’ll remember, like, oh, if a patron [or anyone] has a question about
something...that I’m not really, oh, that was mentioned in an announcement, let me look
through the announcements, and so it’s good that it’s all there....
In sum, Belinda learned how to learn on her own by: (1) identifying her own gaps in
knowledge, (2) determining the best method to gain the knowledge needed, and (3) ensuring she
learned the information before she needed to use it.
Commitment. Elliot learned to be committed to his fellow employees by helping out
when needed.
Communicate effectively. Charles wanted to learn how to “convey information” to
people better and asked to help the Open Recreation Assistant Director during prospective staff
hiring meetings. Charles explained, “ And I was discussing with her…I want more experience
with public speaking, you know, I know personally that I have that confidence, but I feel that like
I can’t convey information correctly.” Charles wanted to “see how she does it.” He wanted to
“get some skills from her, get some other ideas from her about how she organizes her thoughts in
her head and how she expresses them.” Charles exclaimed, “ And it was great to be in that
environment because I’m sitting there with a piece of paper, you know, she’s sitting over here
drawing, putting all these notes down and I’m just, like, struggling to keep up, but it’s like, I’m
seeing how she’s doing it.” Charles learned how to conduct a hiring meeting and present
information in a positive, organized, and understanding way.
Cross-training. Delonte emphasized the importance of cross-training so that any staff
member could assist coworkers when circumstances demanded it.
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Customer service. This was Delonte’s first long-standing job and he had not been
exposed to interacting with and serving customers. Through Delonte’s interactions with a diverse
group of customers with varying ages, ethnicities, and backgrounds he developed a capacity to
serve customers. Delonte identified several important factors that influence one’s capacity to
serve customers: (1) being able to identify when the customer is not getting what they want; (2)
finding ways to give customers what they want; and (3) understanding that serving a customer
may turn around an otherwise bad or challenging day. Also, Delonte learned that providing good
customer service can be beneficial for the patron, the employee, and the organization. For
example, Delonte found a way to give a patron what he needed while maintaining compliance
with the policy that pro shop tennis balls were only for sale, not checkout. Delonte created a
solution that was beneficial for everyone involved. He explained:
Sometimes a lot of people will find old tennis balls somewhere under a corner
somewhere, and someone will be, oh, I don’t have any money for a tennis ball, but I
really wanted to play tennis and I’m like, well, here’s an old ball, you know, we found
around the facility, you can have it, you know, and they really appreciate those
moments…
“Face of the business.” Jack learned how to represent the department by being a frontline staff member who directly interacts with customers and presents a specific image that aligns
with company values and goals.
Job knowledge. Jack gained job knowledge associated with working in Outdoor
Adventures: (1) skills associated with leading adventure trips; (2) adventure technical skills; (3)
mechanical skills; (4) outdoor adventure physical skills; and (5) first responder skills. Jack added
that he learned, outdoor adventure skills such: “rock climbing, canoeing, mountain biking, [and]
backpacking. Also, Jack gained knowledge about: (1) volunteer trips; (2) how parks operate; (3)
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how to obtain volunteer positions; and (4) the infrastructure and administration of volunteer
organizations.
Learning how to pick up on things quickly. Melody learned how to learn quickly from
her Campus Recreation work experience and understood that picking up on things quickly will
be an important skill for teachers.
Motivating others. As an Aquatics Student Manager, Steven learned about the challenges
and complexity of supervising employees who had competing demands for their time. Steven
learned how to motivate lifeguards to focus on their job while at work. Steven identified these
strategies to motivate and engage staff: (1) consistent communication with staff; (2) providing
weekly reminders to staff; (3) visit lifeguards while they are on duty; (4) correcting poor
behavior in a polite way; and (5) explain the reason why policies exist. Steven contended that
when he explained the reason why rules were established it helped staff gain a better
understanding of the policies and they seemed to be more invested in supporting them. He
explained:
Well, one of the things I like to do …is to try to keep pretty continuous communication
with the staff, so whether it’s a weekly reminder about what’s going on or …another
thing I like to do is go over and visit the guards as much as I can or just, yeah, sit down
and talk to them and see how everything is going and …whenever I have to do something
that is a correction of some sort, I approach it in a way that I’m just always very polite in
asking them to either change or correct whatever they’re doing and if I need to, further
explain why I’m asking them to do that. So …making sure you provide a reason for a lot
of the things you do is a great way for them to understand and …motivate them.
Policy enforcement. Thurman’s shared the first time he had to enforce the t-shirt policy
with a patron. He explained:
OK, well one situation…concerning rule enforcement with…Open Rec, obviously we
had the rule here about you can’t have sleeveless shirts in cardio or the weight room.
…for me it’s always been a nerve-wracking thing going up to somebody and saying, hey

237
I’m sorry but rules are rules,…so the first time I had to do that was actually for a
gentleman who was quite larger than I am, so obviously that was…a nervous situation for
me just because I always am not afraid but very mindful of how people might react to
that situation. And fortunately it was resolved really well, he took it very well, he said, oh
I’m sorry, I go to a different gym…when I’m home and I’m so used to this and he
immediately went and changed his shirt fortunately.
As a result of enforcing policies on a regular basis, Thurman gained confidence in his abilities to
handle different situations which helped him be less nervous and more effective. Thurman
realized that the majority of the time issues will be resolved quickly and without patron
confrontation. He explained:
Not be so nervous, I mean that’s one thing I’ve learned and especially I’ve gotten a lot
better with rule enforcement now.…because I take a deep breath and I know that I can
handle different situations and that really, um…most of the time I’m over-thinking
things, I’m over thinking that someone’s going to react in a harsh way or this or that,
when 99.9% of the time, it’s resolved with just a simple conversation and there’s always
that .01% that might happen in a blue moon, so just for me now that I have that
knowledge, is not be nervous because the chances of it actually not being resolved right
away are minimal.
In sum, Thurman learned how to enforce patron policies. He gained confidence in
enforcing policies by handling different patron situations quickly and with minimal
confrontation. Thurman learned to: (1) stay relaxed; (2) be direct; (3) communicate the policy
and infraction; and (4) provide the patron with alternative options.
Responsibility. As the head trip leader, Jack learned that all the responsibility for the trip
lies with him. He learned to be accountable by taking responsibility for anything that occurred
during the trip, including the mistakes.
Time management. Belinda and Elliot learned to manage their time at Campus
Recreation.
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Belinda. Belinda developed proficiencies in balancing two jobs, academics, and life.
Belinda said, “…overall like how to be, how to time manage this job with …my other priorities,
because I’ve had this job and another job on top of that and all my classes and stuff. So,…time
management is a big one.” Belinda learned how to effectively manage her time at work. Belinda
balanced the need to complete her primary job responsibilities and shifted priorities when
customers or staff needed her assistance. She acknowledged various aspects of time
management: (1) completing non-urgent tasks during down time; (2) helping others complete
their tasks during down time; (3) responding to customer requests as they arise; and (4) helping
the team with tasks that are required at specified times of the day. She explained:
While I’m waiting for patrons,…there’s a membership worker checklist, so there’s just
things you’ve got to do while, you know, you have down time, so that would be like
running projects on [the online registration system], which is just retrieving data,
…cleaning everything,…like the counters and filling up the paper in the printer,
…cleaning up the cubbyholes. And then also,…if someone comes up to me if I have
downtime I’ll like do whatever, like if [name of support staff] wants payroll done, I can
do that. And then…other things I do while I’m working register is helping out cause
there can be a lot of downtime, so you can always help out, especially with like closing
time, you can help close the facility, make sure it all runs smoothly, or help with the
lockers and stuff. And then when there’s patrons that come in, there’s a bunch of
different stuff that you can do, they can either like, you know, buy the equipment, like
tennis balls, so you’ve got to put that through the register…if anyone needs to buy a
membership.
In sum, Belinda learned time management skills from her Campus Recreation work
experience. Belinda learned how to: (1) balance and prioritize academics, work, and college life;
(2) prioritize primary work tasks; (3) shift priorities when coworkers needed her; (4) leave nonurgent tasks to be completed during slow times; (5) assist other staff with tasks during down
times; (6) respond to customer requests when they occurred; and (7) identify when specific tasks
needed to be completed at certain times of the day.
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Elliot. Elliot’s high school football coach taught him, “If you’re early, you’re on time; if
you’re on time, you’re late; if you’re late, you’re forgotten.” Elliot asserted, “That’s really stuck
with me even when I’m working now, I don’t like to be late.” Two of Elliot’s high school
teachers reinforced the importance of time management. Elliot said, “…they really stressed,
um…just to be able to organize your day and organize your time appropriately.” Elliot definitely
believed that his time management skills have improved. He contended:
...time management, I’ve almost perfected it by now. …I’ve gotten a lot better at just
being able to work out my schedule so, I work Monday, Tuesday, Wednesday, I do
homework Monday nights, squeeze some homework in Tuesday morning whatnot, and
then maybe I have to do some observation hours or I have to go up to the Bursar’s office
and do something with my club, I’ve just been able to time manage a lot better…from my
freshman year…when I first started at Campus Rec, because I did the Track and Field
Club here and I had no time management skills and I did not know what I was stepping
myself into and I kind of fell straight on my face. And from there I’ve learned…just to be
able to manage my time better.
Leadership
All participants in the study identified leadership skills as an outcome of their Campus
Recreation student employment experience and previous life experiences. Within the leadership
theme, I identified two sub-themes: (1) “taught me I am a leader and can be a leader” and (2)
“proven myself as a leader”. The quote, “taught me I am a leader and can be a leader,” conveyed
that: (1) participants learned how to be a leader from interacting and observing other leaders and
(2) that Campus Recreation staff encouraged research participants’ to develop their leadership
skills and instilled confidence in these participants that they had the capacity to lead. “Proven
myself as a leader” described how participants gained leadership abilities as a result of carrying
out their job responsibilities and interacting with others in the workplace.
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Taught me I am a leader and can be a leader. Various people from participants’ past and
present played a role in their development of leadership concepts and skills. Three people played
an instrumental role in teaching Delonte how to become a leader: (1) the high school Show Choir
Director; (2) a Campus Recreation Facility Supervisor; and (3) the Open Recreation Assistant
Director of Campus Recreation. Three people influenced Steven’s understanding of leadership:
(1) the Community Pool Supervisors; (2) a fellow ROTC cadet; and (3) the Associate Director of
Campus Recreation. Five individuals played a role in teaching Melody leadership skills: (1) a
residence hall tour guide, (2) a university police officer, (3) the Campus Recreation Assistant
Director of Open Recreation, (4) the Campus Recreation Graduate Assistant, and (5) Campus
Recreation staff. Several people were an integral part of helping Elliot develop himself as a
leader: (1) high school Coaches, Teachers, and the Principal; (2) the Open Recreation Assistant
Director; (3) Campus Recreation Professional Staff; and (4) the Competitive Sports Assistant
Director. Belinda enhanced her leadership capacity because of the guidance and support of the
Open Recreation Assistant Director and the Administrative Assistant at another on-campus job.
Three people played an instrumental role in Charles’s development as a leader: (1) the Open
Recreation Assistant Director; and (2) the Graduate Assistant of Open Recreation. Two
individuals positively influenced Jack and helped develop his leadership capacity: (1) Jack’s dad
and (2) the Outdoor Adventures Assistant Director. Four people contributed to Thurman’s
understanding and development of leadership: (1) the grocery store Deli manager; (2) the
Outdoor Adventures Graduate Assistant; (3) the Outdoor Adventures Assistant Director, and (4)
the Open Recreation Graduate Assistant.
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Participants in the study learned leadership skills or concepts from their observations and
interactions with others in three areas: (1) “developing my professional self”; (2) “developing
relationships”; and (3) “they can trust me”. When participants in the study talked about
“developing my professional self” this was related to the individual attributes associated with
leadership. When research participants discussed “developing relationships” this was associated
with the relational competencies needed for establishing and maintaining professional
relationships in the workplace. Participants in the study conveyed that they wanted their
supervisors to “trust” them to help which related to their learning how to be a good employee.
Due to the magnitude of the data, a summary of these three sub-themes are presented with a few
illustrated examples. All data for each participant will be presented within each theme in the
supplemental section which includes thick descriptions to contextualize each participant’s
experience related to leadership.
“Developing my professional self”– individual attributes. By observing and interacting
with others, participants in the study identified individual attributes that were critical to their
success as leaders: achievement oriented (Jack & Thurman); adjusts communication and
leadership styles to accommodate others (Delonte & Elliot); assumes responsibilities (Steven &
Charles); assumes new or additional responsibilities (Delonte); attentive to details (Steven &
Jack); breadth of expertise (Elliot & Jack); being calm during stressful situations (Delonte);
communication (Delonte, Steven, Belinda, Elliot, & Jack) – timing (Elliot), presents concepts or
ideas (Jack); continual improvement (Jack); decision-making (Jack); effort (Thurman);
emotional competency (Steven); ethical (Steven & Charles); flexible (Elliot & Jack); focused
(Steven); handles issues (Belinda & Charles); learner oriented (Delonte, Jack, & Thurman);
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observant (Jack); outgoing (Jack & Thurman); positivism (Charles); presents self professionally
(Steven); pursues opportunities and seeks the most from it (Jack); openly receives criticism
(Charles); seeks assistance (Jack); self-confidence (Thurman); self-development or selfimprovement (Jack); and strive for excellence (Delonte & Jack). A few examples of how
individual attributes contribute to leadership will be illustrated.
Attention to details. By observing the Outdoor Adventures Assistant Director Jack
realized that she observed the details of circumstances and identified things that needed
changing. He explained:
…she pays attention to detail, that’s the other thing. She can get a job done, but at the
same time, she can pinpoint everything that…needed to be corrected or noticed all the
little things, very observant of the details…I appreciate, I think the biggest thing, is her
constant ability to learn and to want to learn….she…tries to pick out something that she
didn’t know and learn from it and I try and do that in my life, that’s what I’ve tried to
mimic, one of her qualities, cause I think that’s very important to do as you live your life.
Handle issues. Belinda learned that leaders need to be able to handle issues. Prior to
working at Campus Recreation, Belinda’s supervisors did not create an open and comfortable
environment for her to convey issues and concerns. Belinda developed a close working
relationship with her supervisor at Campus Recreation. Belinda contended that she and the Open
Recreation Assistant Director “ha[d] a really good relationship”. She explained:
Um, but like I said before, I’m never afraid to tell her any problems that I have with
um…other co-workers, because I know like she can handle it well…yeah and I consider
her like a good mentor, a friend, someone that I can go to um…for things outside of Rec
related. She helped me get my Grad Assistantship, so…yeah it’s pretty, it’s like the kind
of supervisor I want to be, where you’re relaxed and pretty chill and you can come up to
her whenever and not feel intimidated or un-relatable.
Outgoing. Prior to working at Campus Recreation, Thurman was not very outgoing.
Thurman learned that leaders need to be outgoing from the Outdoor Adventures Graduate

243
Assistant. The graduate assistant helped him become more comfortable with being outgoing. He
explained:
That’s another unique situation. Um…working with students who are in grad school and
as supervisors, it’s been interesting for me because it’s such a different situation than I’ve
been used to in the workplace, so it’s been something to get used to. Um…working with
[the graduate assistant] has been such another wonderful experience for me because he’s
a different personality than I am, he’s very outgoing which working with him on that trip
and working on my kayaking skills and things has brought that out in me so I’ve become
more of a personable, come out of my shell a lot thanks to him.
Pursues opportunities and seeks the most from it. Jack admired the Assistant Director of
Outdoor Adventure’s capacity to pursue every opportunity and to gain the most out of each
experience. He explained:
And she really had an impact on me, of her way of thinking I guess and her way of living
her life is just very inspiring to me in what I would like to do with my life. The way
um…she kind of lives it to the fullest and she’s always taken every opportunity that she
can and done everything she can with it. And I really envy her for that and all the
opportunities that she has done are very, very interesting, like all her trips and
experiences, that’s what I would like to take part in.
Receives criticism. Charles learned from the Open Recreation Assistant Director that
leaders need to be able to received criticism from others. He explained:
Through the journey that she has been through that is her life, she was able to guide me
on a happy, fulfilling path that I don’t think I would have found by myself….While [I
was] still working under her, she guided many students towards being better people and
inspired many to become better than what they thought they were capable of doing….The
biggest thing that [the Assistant Director] instilled in me is constructive criticism and that
it should always be taken positively and seriously.
Self-development. The Outdoor Adventures Assistant Director taught Jack that striving
for self-development is important and that growth within and outside of the job can influence a
person’s capacity at the workplace. He explained:
…there’s always room for improvement in your character, in your job, in your life, you
know, it doesn’t have to be limited to simply how well you do your job, but how well you
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live your life and the things you do outside of your job can come back and again
influence positively how well you can do your job.
“Developing relationships” – relational elements. By observing and interacting with
others, participants in the study learned the importance of developing the relational elements that
contributed to being effective leaders: accessibility to others (Melody); ask questions (Melody);
addressing performance issues (Steven); approachable (Melody & Jack); assigning tasks helps
employee gain confidence (Melody); balancing flexibility and demanding (Jack & Thurman);
believe in staffs’ potential (Charles); challenge others (Steven & Charles); consistent
communication (Melody & Charles); good working relationships, know staff (Delonte, Belinda,
Elliot, Melody, Thurman); employee accountability (Steven); ensures standards are met (Steven
& Thurman); feedback, positive (Jack); helping and caring for others (Delonte, Elliot, Belinda,
Charles, Jack); infuses humor (Charles); instills confidence in others (Thurman); interpersonal
skills (Thurman); make employees happy (Delonte); mentor, advice, guide, teach (Charles, Jack,
& Thurman); motivating others (Delonte, Steven, & Charles); not make others feel less than
(Jack); open and comfortable work environment (Delonte, Belinda, & Charles); provide
information and tools (Steven); respected and liked (Jack); respectful and courteous (Steven,
Melody, Elliot, Charles, & Jack); reciprocity of relationships (Delonte, Elliot, & Belinda);
reinforce staff’s progress and development (Delonte); relatable and understandable (Delonte,
Belinda, & Charles); resource for others (Jack); respond to other needs may require self-sacrifice
(Melody); role modeling (Delonte & Charles); seek advice and feedback (Melody); support
others’ goals (Delonte, Charles, Jack, & Thurman); teamwork (Thurman); and trusting
relationships (Belinda & Charles). A few examples of how the relational elements contribute to
leadership will be illustrated.
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Approachable. As Belinda developed a strong working relationship with her supervisor
she realized that her boss was approachable, open to discussing issues, and capable of addressing
problems. Belinda aspired to be like her supervisor. Belinda began to see the value of reporting
problems to her supervisors and contended that she would continue to present issues to future
supervisors, regardless of their capabilities to receive and address concerns. She explained:
And so now, I kind of realized, like, you know, it doesn’t matter, you know, even though
I do have a really good relationship with [name of supervisor], like even if we were just
strictly, you know, coworkers or supervisor and employee thing, like I would still have an
easier time relaying any issues. Like, if there’s anyone that I’m not familiar with that I
have to communicate with, I’ll still go and talk to them.
Believes in staff’s potential. Delonte realized that his supervisor: (1) supported his goals;
(2) consistently reinforced his progress towards his academic goals; and (3) acknowledged his
overall growth and development. He explained:
…her seeing me want my degree so bad and now that I’m almost here, you know, you
know, she told me she was proud of me, it was…it was a moment we had one day and it
really, you know, touched me because I hadn’t heard, someone say, you know, [Delonte],
good job, I’m proud of you, you know, when I met you in 2009, you know, this…you
know, I’ve seen you grow so much since then in maturity and the way I deal with things
and just the way, I’m, you know, I always wanted to be resilient, but being able to feel
yourself building that up and the momentum you gain, and just the excitement from just
completing a goal you always wanted, she basically instilled that in me and she’s just
constantly reinforcing it to me, being that constant reinforcement that I don’t have.…just
like you’re good, you’re doing good,…it’s just, I appreciate [the Assistant Director of
Open Recreation] for those moments, she’s really…she’s cool.
Consistent communication. Melody understood the importance of continual
communication between professional and student staff. Melody acknowledged that her
supervisor was accessible, responsive, approachable, and kept Melody informed of changes. She
explained:
Um…I feel like I can always e-mail her if there’s ever an emergency, or um…even
like…me and her text, because…so…there’s times where, I would…well she would text
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me about how many shifts I have to do for shadowing before being a supervisor, and I
would text her right away back. Um…but we have, I think we have a good relationship
because she’s also approachable. If I ever have a question, I know I could um…ask her
and I like that she um…tells me if I’m ever um…if I’m ever doing something, well not
wrong, but if I, like for the mailboxes and um…putting them into [the Office Support
Specialist’s] room, cause I wasn’t, I didn’t know that we had to do that, um…moving
them in there, so I like that she tells me right away, um…better than like writing me up
and then I get in trouble for it later because it’s good to like know about it as well.
Helps and cares for others. The Assistant Director supported and cared for her staff and
Charles admired her for the way that she took care of staff. He explained:
I just don’t know where it came from, I don’t know how it happened but like she really
has influenced me in a great way. She really has helped me develop into a great person,
into a great worker, into a great supervisor and it’s, I mean, I’ve never enjoyed working
under someone so much as her. [The Assistant Director of Open Recreation] is really
someone who will stand for you, no matter what happens, she will be there with you and
she cares about us, and she passionately cares about us….and it really hit me that like,
you know, I look up to her like a mom.
Charles realized that the Assistant Director: (1) cared about her employees; (2) wanted to help
student employees develop their professional selves; (3) treated student staff like family; (4) was
willing to put forth the energy to fulfill her role as a mentor and teacher; and (5) infused humor
to diffuse stress. He explained:
She is here to develop us students into someone who’s professional and great for the
future, but, like, she cares about us; she treats us as her kids and it’s great that she has that
energy that she treats us like her kids and it makes us feel like we’re like a little family.
And I kind of joke around with all the new hires, you know, I’m like, welcome to the
family now because it’s just, I mean she really has developed us into the Rec Mom and I
mean it’s, she…I know if I talk to her about something that I’m upset about, she can give
me the most funny random thing.
Provide information and tools. Steven acknowledged that his supervisor: (1) did not
show frustration; (2) provided the key information needed for the associated tasks; and (3) gave
the appropriate tools needed to accomplish tasks. He explained:
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…doesn’t really get um…frustrated or anything like that whenever we’re um…we’re
discussing things or we’re working out with issues. Um…also very good with giving the
important parts of um…any sort of tasks or job that needs to be done so that I have the
proper tools to do whatever is needed.
Respectful and courteous. Steven described his interactions with the Associate Director
as being “always respectful and courteous.” Elliot conveyed respect for professional staff
because he believed it was deserved. He explained:
Um…for the most part, I think I have like a relationship with professional staff.
Um…you know, I try to treat the professional staff with the respect that they deserve.
Um…not only because they are above me, but we’re still kids, you guys are adults, so
um…I try to speak to you in a manner where I respect you as an adult or elder or
whatnot…
Reinforce staffs’ progress and development. Delonte realized that his supervisor: (1)
supported his goals; (2) consistently reinforced his progress towards his academic goals; and (3)
acknowledged his overall growth and development. He explained:
…her seeing me want my degree so bad and now that I’m almost here, you know, you
know, she told me she was proud of me, it was…it was a moment we had one day and it
really, you know, touched me because I hadn’t heard, someone say, you know, [Delonte],
good job, I’m proud of you, you know, when I met you in 2009, you know, this…you
know, I’ve seen you grow so much since then in maturity and the way I deal with things
and just the way, I’m, you know, I always wanted to be resilient, but being able to feel
yourself building that up and the momentum you gain, and just the excitement from just
completing a goal you always wanted, she basically instilled that in me and she’s just
constantly reinforcing it to me, being that constant reinforcement that I don’t have.…just
like you’re good, you’re doing good,…it’s just, I appreciate [the Assistant Director of
Open Recreation] for those moments, she’s really…she’s cool.
“They can trust me” – how to be a good employee to a supervisor. Participants in the
study conveyed that they wanted their supervisors to depend on them and trust them to do a good
job with the tasks assigned. Through their interactions with their respective employees they
learned traits that contributed to their capacity to be a good employee. Research participants
learned to: ask their supervisors’ questions for clarification (Melody); assume responsibilities to
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alleviate supervisor workload (Steven & Charles); be helpful to supervisors (Delonte, Elliot,
Belinda, Charles, Jack); be respectful and courteous (Steven, Melody, Elliot, Charles, & Jack);
discern appropriate times for being friendly with supervisors and needing to perform tasks
(Elliot); not be intimated by their supervisors (Belinda & Elliot); openly receive criticism
(Charles); develop reciprocal relationships with their supervisors (Delonte & Belinda) be a good
role model (Charles); seek advice from supervisors (Melody); and the supervisory style they
preferred to work with (Elliot). A few examples of how participants learned to be a good
employee for their supervisor will be illustrated.
Assumes responsibilities to alleviate supervisor workload. Learning to understand how an
employee contributes to the supervisor’s job is important. Charles understood that by assuming
responsibilities it helped to alleviate the Assistant Director’s workload. Charles realized that
when he agreed to coordinate the Fitness Assistant training it provided the Assistant Director an
opportunity for her to focus her efforts in other areas. He explained:
It’s not like I’m taking the responsibility from [the Open Recreation Assistant Director]
like because I want the responsibility, it’s to help, you know, make her job easier because
she does have a lot…is to take some of that stress off of her…I can help improve [the
Fitness Assistant] area while she is improving…other areas and she can drive that energy
to there.
Reciprocity of relationships. When Delonte was a building staff member, before being
promoted to a supervisor, he learned from a Student Facility Supervisor that effective
professional relationships have an element of reciprocity. He explained:
…you know, she has a completely different major than me, but as far as developing my
professional self and…developing relationships with professional staff and, you know,
letting them know that you’re not just a regular student, you know, you want to be there
for them as well as they’re there for you.
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Also, Belinda learned it was just as important for her supervisors to be able to approach her.
Belinda emphasized that there should be a reciprocal relationship between supervisor and
employee. She explained:
Yeah, I guess as my supervisor, like, they’ve been…I don’t really have any problems,
because I feel like I kind of put it out there where I know, like…they can trust me to do
whatever, so…when people are supervising me, they’re comfortable to ask me whatever
they need me to do…sometimes they don’t even have to ask me.
Discern appropriate times for being friendly and performing tasks. Elliot demonstrated
the capacity to differentiate when having a friendly conversation was permitted and when it was
time to carry out his job duties. Elliot conveyed his ability to quickly adapt when work needed to
be performed. Also, Elliot understood that just because he joked with professional staff it did not
give him special privileges to not complete assigned tasks or fulfill his job responsibilities. He
explained:
…and then when they ask me to do something um…when it comes to work, um…you
know, all jokes are aside, I get to work and do what I have to do, not buts, no ands, no ifs
or none of that stuff, so I just try to um…keep the professional and the I guess, kind of
personal relationship separate um…just because I’m cool enough to say what’s up to you,
doesn’t mean I’m not cool enough to not do something that you ask me to do, so.
Non-intimidating relationship with supervisors. Establishing a positive and nonintimidating relationship with an employer was a new experience for Elliot. Although Elliot was
excited about being given the opportunity to work for the Open Recreation program he was
apprehensive about doing a good job and was intimated by his supervisor and did not want to
disappoint her. He explained:
…honestly when I first started working here I was like scared of [the Assistant Director
of Open Recreation], like I don’t know why, but I was like I just was intimidated by her I
guess…I was just so happy that she gave me an opportunity that I didn’t want to step on
any toes or anything because at the time the job I was working I did not care for at all so I
was thrilled to have an opportunity to work here…and…I guess I’ve been just trying to
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pay it back ever since.…you know, I didn’t want to let her down since she gave me an
opportunity, I wanted to make sure that…she gave the opportunity to the right person, not
to someone that, she could have interviewed someone else and gave it to so, I just always
try to make sure that I do what I can do to the best of my ability and…I can’t really do
much more than that.
Openly receive criticism. The Assistant Director taught Charles to be able to openly
receive criticism. He explained, “The biggest thing that [she] instilled in me is constructive
criticism and that it should always be taken positively and seriously”.
Preferred supervisory styles. Elliot noticed that the Assistant Director of Competitive
Sports and Open Recreation were both hard workers and professional. However, Elliot felt like
he could be a little more open with the Assistant Director of Competitive Sports because of her
different personality. He explained:
…they both work really hard and both similarly like in their professional aspect, but I feel
[that the Assistant Director of Competitive Sports] is way more like just like, I can say
whatever to [the Assistant Director of Competitive Sports] and she’ll be like, oh OK,
yeah, yeah, like you know. I don’t know [the Assistant Director of Competitive
Sports]…is just a cool person…
Role-modeling. The Assistant Director taught Charles the importance of role modeling
how to be a good employee. He explained:
She is a hard-working, driven person and a wonderful mentor. Through the journey that
she has been through that is her life, she was able to guide me on a happy, fulfilling path
that I don’t think I would have found by myself….While [I was] still working under her,
she guided many students towards being better people and inspired many to become
better than what they thought they were capable of doing….
Proven Myself. All participants in the study conveyed that their work experiences at
Campus Recreation improved their capacity to lead. By fulfilling their job responsibilities they
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“prove[d]” themselves as leaders which was reinforced from the feedback that other staff
offered. They learned a variety of leadership skills and gained a deeper understanding of what
leadership meant in the workplace. Research participants identified six sub-themes prevalent in
their pursuit to develop their leadership abilities: (1) “leadership skills”; (2) “being able to
communicate”; (3) interpersonal skills; (4) developed supervisory approaches; (5) differentiated
between veteran and new staff; (6) deepened understanding of leadership concepts. A few
examples of these six sub-themes will be illustrated.
“Leadership skills.” Participants in the study developed leadership skills as a result of
carrying out their roles and responsibilities at Campus Recreation: accomplishes tasks
(Thurman); accurately assesses self (Thurman); approachable (Charles, Melody); assumes
additional responsibilities (Belinda, Charles, Thurman); chain of command (Steven, Thurman);
comfortable with self (Charles); conveys self-confidence (Steven); creates actions plans (Steven,
Elliot); defines roles within the team (Jack); delegates (Charles; Melody; Elliot; Belinda, Jack;
Thurman); develops goals (Steven); directs (Delonte); does the right thing (Melody); driven or
motivated (Thurman); emotional competencies (Melody, Charles); emotional flexibility
(Delonte); executes plans (Steven, Jack); exhibits positive behaviors (Melody); friendly
(Charles); fulfills job responsibilities (Thurman), regardless of others’ performance (Belinda);
integrity (Melody); knowing when others need help (Jack); links goals to organization (Steven);
makes an effort (Delonte, Jack); manages chaos (Charles); observant (Delonte, Steven, Melody);
open to constructive criticism (Charles); organization (Steven, Jack); outgoing (Jack); positivism
(Elliot, Melody, Charles, Thurman); prioritization (Elliot); processes input (Steven, Charles);
redirects disruptive behavior (Melody); self-directed (Charles, Melody, Elliot, Thurman); self-
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improvement (Thurman); self-sacrifice (Melody, Jack); stays away from employee gossip
(Elliot); takes charge or initiative (Elliot, Belinda, Charles, Jack); teamwork (Jack, Thurman);
and willingness to change (Steven, Charles). A few examples will be provided.
Emotional competencies. Delonte identified that supervisors need to have the emotional
flexibility to adjust to the varying emotional states of his student employees. He argued that,
“You’ve just got to be able to role with the punches”. He explained:
…aside from just keeping a good positive energy…you know no matter what amount of
positive energy that you do put out there, some people are going to reject it…you’ve just
got to be able to role with the punches, that’s one thing I’ve learned.…especially if the
main job is Campus Recreation and making sure that things are flowing in that
manner…you know sometimes everyone isn’t having a good day, you know, so you’ve
got to be able to understand that…still…keep a realist mind and try to role with those
punches, maybe give them something to do that they can do on their own at their own
pace, if they’re going through something.…those things I’ve definitely learned…more so
being a supervisor...that’s definitely something that I’ve learned…out of my interactions
with professional staff, employees, patrons, cause patrons will come in and not have a
good day either...
Observant. Leaders need be attentive to occurrences in the workplace. In the end-ofsemester survey, Melody learned how to maintain a keen awareness of things that happen around
her. She explained:
…situation awareness [is] definitely [one] of the big skills I have enhanced with my work
experience….I have learned to stay alert even if I am working the front desk or
equipment whether it is to make sure no one is sneaking into the Recreation or in case
someone is coming to the equipment desk about an injury.
Open to constructive criticism. Charles sought feedback from his subordinates and
learned: (1) it is important to be open to constructive criticism; (2) that staff believed Charles
was too strict; (3) he did not want to be viewed by staff as difficult; (4) to change his supervisory
style to be more approachable and friendly; (4) when employees enjoy their work staff
productivity and efficiency increases. He explained:
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Being in this position, I learned that constructive criticism is great to review. To ask your
fellow student workers and gain their opinions on how me as a supervisor is conducting
my supervisory skills. In the beginning of the semester I was looked at as one of the
hardest, strictest supervisors at the Rec and I did not want to be frowned upon when
working with anyone. I made it a goal to become more approachable and friendly to my
workers so that they enjoy their job and which results in higher productivity and
efficiency.
In one of this research project’s written reflections, Charles shared how difficult it was to receive
and be open to criticism from his employees:
I learned this by asking my student workers their opinions of my supervisory and
management skills. The constructive criticism was great to intake, but difficult to process
and take because it is someone DIRECTLY telling you that you are doing something
wrong.
Charles processed the advice and changed his supervisory style. Charles’s new supervisory
approach was positively received by his staff which was reinforced when he saw his employees
enjoy their work and increase their productivity.
Processes input, develops goals, and links goals to organization. Steven learned to
organize the team’s ideas by sorting concepts into similar categories and then creating goals from
the different ideas. Then Steven created a detailed plan for each goal which he reviewed weekly
to stay focused on achieving those goals. He explained:
…before I applied for the manager position, I took all these, all this feedback from people
I was talking to on how to make aquatics better and I just kind of sorted them out into
similar ideas and then it was just like a goal making process. I turned it in, I made a
document and just wrote down Aquatics Goals and…with that I was able to form a little
bit of a better plan and I still…just about every week I’ll look at the goals again and be
like, OK because there’s the details that come with those goals and sometimes you get off
track, so every week to focus in, I take a look at the goals and then I continue on with
what I’m doing to try to work towards those.
Steven learned three important leadership skills: (1) the ability to formulate goals from
the feedback he obtained; (2) how to create goals that were specific, measureable, attainable,
relevant, and timely; and (3) to determine the initiatives that would be best for the organization.
He explained that “being able to process feedback is definitely a skill I picked up from that…and
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being able to form the smart goals. And being able to, just having the ability to um…decide what
is um…best for the organization”.
Takes charge or initiative. Elliot continued to develop his leadership skills at Campus
Recreation. Instead of making a contractor wait until the Associate Director could answer his
question, Elliot decided to investigate whether he could help him instead. He explained:
…I guess just being able to manage things, like earlier…someone was looking for [the
Associate Director] and [the Associate Director]…was busy at the time, so I instead I
asked him like, OK, what do you need, maybe I could help you with it, and he only
needed…to know where to put certain equipment so I led him to the cardio room
and…that was something that, you know, if I would have gone to [the Associate
Director] and asked him, I didn’t even know the question yet, that would have put more
load on [the Associate Director] and he’s already doing a lot around here, so I mean, just
little things like that, I guess.…just being able to micromanage little situations and
getting people to the right place at the right facility at the right time, and…operations
stuff, I guess is…probably the best thing I’ve learned here while I’ve been here.
Elliot learned to take charge and address requests as they occurred. Elliot initiated tasks
by “doing things that maybe [he] wasn’t directed to do, but [he] kn[e]w would help the Rec,
make it flow better”.
“Being able to communicate.” One of the key concepts that research participants
indicated as an effective tool for leading is “being able to communicate”: (1) being firm
(Delonte, Steven, Melody, Elliot, Thurman); (2) the capacity to adjust communication styles
(Delonte, Elliot); (3) completely communicating thoughts (Steven); (4) communicating plans
(Jack); (5) convey expectations in a non-authoritative or non-demeaning way (Delonte, Steven,
Elliot, Charles); (6) conveying messages in a relatable way (Delonte, Charles); (7) encouraging
face-to-face communication as a learning option (Steven); (8) encourages questions (Melody);
(9) explains reasoning (Charles); (10) infuses humor (Delonte, Charles); (11) listens to staff
(Delonte, Steven); (12) does not take offense by language differences (Delonte); (13) seeks
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opinions (Charles, Jack, Thurman); (14) speaks professionally (Delonte, Charles); (15) translates
department needs to group (Delonte Charles); (16) uses illustrations to convey ideas (Steven);
(17) understands language differences (Delonte); (18) understands people react differently; and
(19) writes professionally (Delonte, Steven).
For example, Delonte’s approach to interacting with others has dramatically changed
since high school. In high school Delonte described himself as “the one with the big personality”
and he asserted that he “was automatically able to lead this group of people.” After working at
Campus Recreation Delonte learned “that there’s different ways that you approach
communicating with different people.” Delonte gained a deeper understanding of others: (1)
everyone has their own story and struggles; (2) everyone reacts to situations differently; (3) there
is a cumulative learned effect as a result of observing how different people respond to situations;
(4) with each different interaction he gained more knowledge about people; (5) he developed
increased competencies of how he spoke to others; and (6) he learned how to identify which
tasks different people would be successful in doing. He explained:
Now, it’s not really like that, it’s…people have gone through so many things, you never
know what’s the next person’s story is; everyone reacts differently, you learn a little
more, so you’re more knowledgeable of people, and the way you speak and how you can
speak and how you can utilize these people…to do maybe these tasks because they would
excel in that and these people might excel at this task a little more because they are this
way….
As a result of Delonte’s supervisory experiences in Campus Recreation, he acknowledged
four essential components of communication: (1) adjusting the style of communication to match
the staffs’ personalities; (2) understanding language differences among employees; (3) not to be
offended when staff convey things differently; and (4) the importance of professional
communication. He emphasized the importance of “realizing other people’s personalities in the
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way you talk to them, the way they may speak, not being offended and, you know, just being
able to communicate with your staff…in a professional way.”
Interpersonal skills. Research participants learned that building good professional
working relationships is key to being able to effectively lead and supervise others. Research
participants in this study identified these aspects of relationship building related to their capacity
to lead and supervise others: (1) adapting to other personalities (Delonte, Melody, Elliot,
Charles, Belinda); (2) appreciating others’ contributions (Charles, Melody); (3) encouraging
others to share opinions and ideas (Charles, Jack); (4) establishing reciprocal relationships
(Delone, Belinda, Melody); (5) getting to know others (Charles, Melody, Elliot, Thurman); (6)
conveying a willingness to assist others (Delonte, Steven, Melody, Elliot, Belinda, Jack,
Thurman); (7) introducing self (Jack, Charles); (8) helping people get to know each other (Jack);
(9) initiating conversations (Elliot, Charles, Melody) (10) knowing people react differently
(Delonte); (11) knowing people learn differently (Charles); (12) building good working
relationships (Delonte, Charles, Elliot, Melody, Steven); (13) separating friendships from work
(Delonte, Belinda); (14) sharing self with others (Delonte, Melody, Elliot); and (15)
understanding that everyone has challenges (Delonte).
For example, Elliot asserted that by getting to know staff and building positive
relationships with them, student employees stayed motivated to do their job and were more
willing to help. He explained:
Um…I think I have a fairly good relationship with everyone I supervise. Like I was
saying before, I try to get to know at least, um…most of the people on my shift, like
during the semester you work with the same people every shift, so it’s really easy just to,
you know, spark a little 15 minute conversation, just talk to them, ask them what’s, you
know…what are you majoring in and what are you interested in, like what type of things
do you do in your life. Um…and I feel when you build that type of relationship with a
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person, it’s easier to ask them, hey, can you go pick up weights in the weight room, hey
can you go over here and clean up this mess that’s been created, or can you help me put
up a volleyball net, because um. Well, when you’re working with strangers, it’s just kind
of awkward and then um…I feel like it’s harder to motivate someone that is unsure about
you or dislikes you.
Developed their own supervisory approaches. As a result of their Campus Recreation
work experience, participants in this study developed their own approach to supervising others.
Participants in the study identified eight areas related to effective supervision: (1) getting to
know people; (2) supervisors’ skills; (3) creating an environment of open communication; (4)
delegation; (5) ways to ensure effective staff job performance; (6) differentiating between
veteran and new staff; (7) teaching methods; and (8) leadership concepts.
Getting to know people. Participants in the study realized that an important aspect of
supervising others involved getting to know people by: (1) being supportive (Steven, Charles);
(2) caring about others’ development (Delonte, Steven, Jack); developing good rapport (Delonte,
Melody, Elliot); (3) developing relationships through casual conversations (Delonte, Elliot, Jack,
Charles); (3) knowing staffs’ perceptions of themselves (Delonte); (4) learning how staff think
(Delonte); (5) making staff feel like they are part of a team (Charles); (6) offering to assist;
showing care and concern (Delonte, Steven, Jack); and (7) understanding what staff care about
(Delonte).
For example, as a result of supervising others at Campus Recreation, Delonte learned
how important it is to get to know staff. Delonte initiated interactions with staff by telling a joke
or talking about a work related issue. Delonte contended that listening to others is an important
aspect of forming relationships with staff. Delonte argued that by getting to know staff a
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supervisor understands: (1) who they are; (2) what they care about; (3) how they think; and (4)
how they perceive themselves as a professional. He explained:
Sometimes I might start with a mild joke or you know, say something about the
workplace that we all know about, or, you know, the Oxyvair smell or something that we
all can relate to, just picking up something that we can all relate to in the workplace and
just discussing it, seeing someone else’s views on it even if you don’t even care about it,
but [he chuckles] just listening and you know you can get a…you can gain knowledge on
how that person is, how they think, how they, you know, their professional self and how
you can work with them in the future if you need to ask them to do things or what things
you want to have them doing.
Supervisors’ skills. Research participants acknowledged that supervisors need individual
skills for effective supervision by: (1) adjusting supervision styles; (2) answering questions; (3)
appreciating staffs’ contributions; (4) helping staff; (5) initiating conversations; (6) assisting
when urgent situations occur; (7) discussing issues; (8) knowing different personalities
contribute to the complexity of supervising others; (9) infusing humor; (10) knowing when staff
need help; (11) mediating conflict; (12) sacrificing one’s own priorities for others; (13) sharing
self; and (14) understanding that supervision can be challenging.
For example, Charles developed his own supervisory approach at Campus Recreation by:
(1) initiating casual conversations with employees; (2) assisting staff with their tasks; (3)
infusing humor into the conversation; and (4) being comfortable being himself. He explained:
And everyone is just, you know, I mean they’re here, and it’s like, you know, they are
here to work, but it’s like, you know, we have our conversations, you know, like when
[name of building staff] is out there, I’ll go out there and like he’ll be cleaning equipment
and I’ll sit there and be helping him clean equipment and we’ll joke about, like, my cat,
that we joke around, because he... absolutely adores my cat and I think my cat is a jerk,
but, like, there’s that… there’s...things like that. Or [name of building staff] being up at
the Welcome Desk, I’ll walk up to her, we’ll talk about, a couple of minutes, about how
she’s eating my chips and I’m like, stop eating ’em, they’re mine, and it’s all positive. It’s
not, like, stop, I don’t want you doing that, it’s joking around, it’s having that
comfortableness with each other. I feel extremely comfortable, extremely comfortable
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being a gay male, in a society where there are individuals who are against it, I am
extremely comfortable with who I am here.
Creating an open and comfortable environment. Student employees in the study realized
that creating an open and comfortable environment that encourages communication is necessary
for effective supervision by: (1) conveying messages so that they are relatable to others; (2)
encouraging individuals to share opinions and ideas; (3) initiating conversations; (4) informing
people in advance; (3) listening; (4) providing opportunities for others to ask questions; (5)
providing positive feedback; (6) seeking feedback; and (7) updating staff of changes.
Delegation. Participants in the study acknowledged that delegation is easier when good
working relationships exist and there is a comfort level between staff. Research study
participants learned various aspects of delegation by: (1) distributing tasks across the team to be
more effective and efficient; (2) assessing person’s skill levels; (3) assigning tasks appropriate to
staffs’ abilities; (4) assigning roles to each person within the group; and (5) ensuring that each
team member fulfills their role.
For example, Belinda learned important concepts needed to effective supervise others by:
(1) developing good working relationships; (2) getting to know staff; and (3) identifying staff’s
strengths and weaknesses to more appropriately delegate tasks. She explained:
Um…I guess managing, or working with a team, um…it’s, I mean, if you don’t get to
know people that you’re working with like on your regular shifts then I’d say you’re not
doing your job right because it’s really crucial to be able to just…I mean we’re not here
to make friends, but when you have like a good relationships with your co-workers, then
um…or just anyone you’re working with in general, then it’s easier to get things done.
And like I know I’m not afraid, like even when I was an FS, like I wasn’t afraid to
delegate tasks to other people, like, so um…you know, I do that a lot, like in group
projects. Group projects or just my other job, like I’m just kind of getting to know like
other teammates and their strengths and weaknesses, it’s something I do everywhere.
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Ways to ensure effective staff job performance. Student employees in the study developed
ways of ensuring staff performance by: (1) being firm when needed; (2) checking in with staff
regularly; (3) communicating organizational expectations; (4) conveying individual expectations;
(5) confronting staffs’ poor performance or policy infractions; (6) expressing gratitude; (7)
following up with staff to ensure they are performing their jobs; (8) not demeaning employees;
providing positive feedback; (9) providing staff autonomy; (10) reiterating and reinforcing
expectations or policies; (11) setting performance standards; (12) maintaining professionalism;
and (13) recognizing when staff struggled to perform their jobs.
For example, as a supervisor, Delonte learned how to be firm with his staff when the
situation warranted but maintained professional standards of communication. He explained that,
“Having that strong hand, you know, being able to regulate the situation, but at the same time,
keeping a good professional atmosphere and getting things that need to be done, done.”
Differentiating between veteran and new staff. Participants in the study recognized the
differences between veteran and new staff. Student employees in this study learned elements
related to being a veteran employee: (1) gaining job knowledge is a prerequisite to performing
the task; (2) a certain level of skills are needed to fulfill job responsibilities; (3) supervisors are
more confident to delegate when staff have abilities to perform tasks; (4) tasks are completed
efficiently when staff possess knowledge and skills; (5) it’s more fun when staff know how to
complete tasks; (6) supervisors and veterans develop a mutual understanding; (7) veteran staff
know when to consult their supervisor; and (8) veterans need more autonomy. Research
participants identified that new staff: (1) lacked knowledge and skills, which made completing
tasks more challenging; (2) lacked confidence in their abilities; (3) required more instruction and
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“checking-in”; and (4) sought supervisors’ assistance more. Supervisors changed their approach
with new staff by focusing more on: (1) getting to know them; (2) encouraging staff to ask
questions; (2) informing staff when they did a good job; (3) investing more time with them; (4)
sharing themselves with new staff; and (5) thanking staff for their efforts.
For example, Melody continued to differentiate between new and veteran staff by
acknowledging: (1) there is a mutual understanding between her and veteran staff; (2) new
student employees are unsure when to seek supervisory help; and (3) that new staff required
more checking in with them to ensure their questions were answered. She explained:
The coworkers that I have now, I feel like we both, I don’t know, because we both
understand each other, so they…they know when to really, like, if they have to call me
for a certain situation, whereas the new hires, they’re always calling me because they’re
just unsure, which is fine; I really have no problem too, and I love that I get to…help
them to and teach them, like, new things or maybe some of them haven’t learned before,
or just unsure, not really…learned, so a lot of them, with the new hires, still getting to
know them as well as them getting to know me, but…so far they’ve, like, been really
good with hard working and…making sure to ask if they ever have any questions too, so
I appreciate that too.
Teaching methods. Student employees in the study developed teaching methods: (1)
explained the purpose of policies and procedures; (2) emphasized the need to contribute to
organizational goals; (3) infused humor; (4) identified gaps in knowledge or skills; (5) spoke
professionally; (6) used appropriate work terms; (7) sought feedback about teaching
effectiveness; (8) used non-blaming language; (9) conducted hands-on training; (10) critiqued
staff after they performed tasks; (12) identified which skills were needed; (13) allowed staff to
learn through trial and error; and (14) encouraged staff to ask questions.
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For example, developed his teaching techniques by: (1) teaching the policy and
procedure; (2) telling them the reasons for the policy and procedure; and (3) allowing employees
to perform the tasks and learn through trial and error. He explained:
…but learning what it is, learning what it’s for, made me understand what exactly I
should be doing with it and it doesn’t matter, you can tell someone what I exactly just
told you, it’s not going to imprint in their head, it’s playing, it’s trial by fire, it’s actually
exercising, actually being in it. And that’s where like, you know, when I was telling you
before, my little exercise, my [Fitness Assistant] exercise, it’s being in it, it’s doing it, it’s
not me just telling you, it’s you doing it and seeing it and that’s what’s really, that’s how
I teach, that’s how I train, because I can tell you 100 thousand things about geology, but
you’re not going to remember, but if I have like three rocks right here and I can tell you a
story about each one of them and I show them to you a year from now, you will
remember probably what that rock is and…what’s interesting about it.
The first step in Charles’s teaching method was to frame the problem within the organization by:
(1) conveying the issue; (2) not finding fault in employees’ previous performance; and (3)
conveying that everyone needs to help fulfill the department’s goals. He contended:
That they like, they feel that they cleaned it, but like they’re kind of hesitant to like
actually being completed. So one of the things that I do, is that, you know, I’ll sit down
with the [Fitness Assistant] and I’ll be like, you know, here’s the situation, you know,
um…equipment is not being cleaned properly, it’s not your fault, it’s not my fault, it’s a
team effort, this is what we’re doing as a team and what I want [to] help you do is help
you become more efficient so that, you know, [the Assistant Director for Informal
Recreation] is not upset with us, nobody is upset, that we have a positive environment.
Charles used an experiential hands-on teaching method to train employees how to properly clean
exercise stations. He explained the process:
So what I have them do is for an hour time, clean as many machines as they can, any kind
of machines that they can….So I want them to go very sporadic because I want them to
get different ideas from different ones so that the end of that hour, what I do is I pick
three random ones, not all are the same so that we can look at all three of them and see
what the main problem is with them….The thing that people are missing is the floor and
it’s a really common thing and it’s just like, that’s what I’m trying to make them see. I
don’t want to tell them that, you know, it’s the floor, I want them to see that they did it
and when we come back to it and I point it out, they’ll be like, oh now I see it.
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Charles emphasized the need to speak professionally and infuse humor into the training process.
He explained:
And like I’m talking to you in a very professional manner, I’m doing it the same with
them, but I’m throwing in jokes, I’m throwing in laughter, I’m like, I’ve made like it a
personal goal of mine to make sure that if I see someone, it’s going to be a good day for
them. I want to make sure they have a great day.
Charles sought feedback from staff about the training which helped him improve his teaching
processes and it reinforced the need for the training. He explained:
…it’s just been developing and developing and every time at the end of it, I go to the
person and I’m like, you know, how do you feel about that, like I want you to tell me,
like how you feel and every single person has been like, great, this is something that we
needed because we have no idea what we’re doing, we’re just told to clean, so we clean
what we think needs to be cleaned. So everyone has really felt like very positive about it.
Charles deemphasized his position of authority by: (1) seeking constructive criticism
from his staff; (2) encouraging them to express their opinions and ideas; and (3) supporting staff
when they ask questions or need assistance. He explained:
Um…I tell them that I want constructive criticism all the time. I want them to know that
like if they have an opinion or they need something or they don’t know, they have a
question, I want them to come to me. You know, um…I really see with them that, you
know, they are below me, but I don’t want it to be that they’re below me.
Increased understanding of leadership concepts. Participants in this study Staff gained
pertinent leadership concepts: (1) aesthetically pleasing facilities positively influence others; (2)
effective teamwork “enhances everything”; (3) exhibiting positive behaviors is contagious; (4) it
is important to leave a position in good order; (5) people can disappoint each other; (6)
demonstrating positivism can be a motivator; (7) possessing job-related knowledge is a
prerequisite to teach; (8) staff possess varying motivation levels for performing jobs; (9) staff
possess varying motivation levels to learn in the workplace; (10) when employees know and like
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their supervisors then they may be more motivated to perform their job duties; (11) when
employees enjoy their work they are more productive, efficient, and work better as a team; (12)
moved from an individualistic to an organizational perspective; (13) many leaders exist within an
organization; (14) organizational structures provide an ordered arrangement of conducting
business; (15) there is an expectation that employees meet deadlines and follow directives; and
(16) being an effective leader is a lifelong pursuit.
Summary of Themes for Overarching Research Question
I identified four themes that addressed the primary research question: How do on-campus
student employees narrate their past and current experiences as they relate to their learning? It
became apparent that participants described their past and current learning experiences by
identifying a variety of work related skills and concepts. I identified four sub-themes: (1)
“embellished what I brought to the table;” (2) “really got good at it;” (3) “learned from scratch;”
and (4) “leadership”. I found two sub-themes within the leadership theme: (1) “taught me I am a
leader and can be a leader” and (2) “proven myself as a leader.”
For the first theme, “embellished what I brought to the table,” participants identified
previous family, friends, extracurricular activities, and employment experiences where they
learned work concepts or gained skills that they brought to Campus Recreation employment and
built upon it. The work related skills or concepts they brought and “embellished” at Campus
Recreation varied and was dependent on their individual experiences before and during their
employment. Overall, participants reported building on: (1) adaptability; balance of work and
life; effective communication; customer service; appreciation of diversity; initiative;
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interpersonal skills; job knowledge; problem-solving; establishing professional work
relationships; professionalism; teamwork; time management; and writing reports.
For the second theme, “really got good at it,” participants in the study gained
proficiencies in specific skills or deepened understandings of work-related concepts. They
attributed their increased skill levels to being able to: (1) practice the skill; (2) experience
different circumstances that required them to learn the skill; (3) interact with a diverse population
with varied interests and needs. Each participant honed different skills which was dependent on
their job roles and responsibilities: (1) adaptability; (2) administrative skills; (3) assertiveness;
(4) balance work and life; (5) effective communication; (6) customer service; (7) appreciation of
diversity; (8) leadership; (9) positive work attitude; (10) managing incidents; (11) teamwork;
(12) time management; and (13) writing reports.
For the third theme, “learned from scratch,” research participants identified work- related
competencies that they believed were new to them. Each participant learned a variety of new
skills which was dependent on their job responsibilities and whether they had not been exposed
to the skill or concept previously. Overall, participants in the study learned: (1) adaptability; (2)
autonomous; (2) commitment; (3) communication; (4) cross training; (5) customer service; (6)
being “the face of the business”; (7) job knowledge; leadership; (8) learning how to pick-up on
things quickly; (9) motivating others; (10) policy enforcement; (11)responsibility; and (12) time
management.
The fourth theme, leadership, research participants identified leadership skills that they
learned as a result of their previous and Campus Recreation employment experiences. Within the
leadership theme, I identified two sub-themes: (1) “taught me I am a leader and can be a leader”
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and (2) “proven myself as a leader”. The first sub-theme referred to how others taught research
participants leadership skills or concepts. Various people played a role in participants’ leadership
development prior to being employed at Campus Recreation: parents, coaches, teachers,
principals, choir directors, and previous work supervisors. Within Campus Recreation several
different employees played a role in participants’ leadership development: employees’
supervisors; graduate assistants, professional staff, student supervisors, and coworkers. External
to Campus Recreation, other people influenced participants’ leadership such as college student
peers and university staff. Participants in the study learned leadership skills or concepts from
their observations and interactions with others in three areas: (1) “developing my professional
self”; (2) “developing relationships”; and (3) “they can trust me”. The second sub-theme
illustrated how participants learned and were recognized for their leadership by carrying out
roles and responsibilities. They learned a variety of leadership skills and gained a deeper
understanding of what leadership meant in the workplace. Research participants learned effective
communication; enhanced their interpersonal skills; developed their own supervisory
approaches; and differentiated between veteran and new staff and adapted to them.
Different Ways of Learning
Next, I present the themes I identified from my first sub-question:
What strategies do college student employees use to navigate learning within their
student employment experience?
I identified four themes related to the ways student employees navigate their learning within the
student work experience: (1) “Being prepared to learn;” (2) “Learn on my own;” (3) Campus
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Recreation “Gives me that other set of skills;” and (4) “Have to be trained”. Upon further
analysis, I categorized these themes into a conceptual category, different ways of learning.
Being Prepared to Learn
Participants in the study acknowledged that in order for learning to occur it takes
individual effort. Research participants identified individual attributes that promoted learning.
Participants developed some of these learning traits prior to working at Campus Recreation and
some were acquired during employment. Regardless whether these traits were gained before or
during the Campus Recreation work experience, participants argued that possessing these
characteristics were essential to the learning process. Participants identified six different traits:
(1) “comfortable with learning;” (2) “want to learn;” (3) “fast learner;” (4) “put myself out
there;” (5) “take direction;” and (6) confidence in ability to learn.
Comfortable with learning. Belinda, Melody, and Thurman reported becoming more
comfortable with learning. At an early age, Belinda learned how “to pick...up on things” which
helped her at Campus Recreation because she learned many of the supervisor’s duties by being
able to “pick up on [tasks] over time”. From Melody’s Campus Recreation work experience she
realized that “learning to pick [up] on things” was important. Thurman affirmed that you have to
be “comfortable with being able to pick up new skills and things”. Belinda’s high school teacher
taught her to “find [her]…own resources [and]…to not really rely…on other people all the time”.
She added, “So just being able to do what you can to…learn what you need to know, you can’t
rely on other people all the time”.
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Want to learn. Belinda, Delonte, Elliot, Melody, and Thurman contended that employees
need have the desire to learn. Delonte admitted that the first time he worked at Campus
Recreation he wasn’t successful and “didn’t seek…growth”. It wasn’t until Delonte returned to
Campus Recreation, after leaving the university, that he felt “hungry for success”. Thurman said,
“You have to have that drive to want to learn because that’s such a key component for this job.”
Elliot asserted, “Like, I’m here to work, I’m here to learn and hopefully one day to take what
I’ve learned and apply it elsewhere. Belinda’s high school teacher taught her “how to be [a] lifelearner” by emphasizing to “keep learning past school.” The Competitive Sports Assistant
Director gave Elliot time to consider whether he wanted to be promoted to a supervisor, which
gave him time “to kind of figure out [that he]….may need that experience doing event
planning…sports clubs…and just being able to manage…those types of…high stress…events.”
Once Elliot identified how this experience could contribute to his future, he expressed a desire to
learn. Melody contended that to learn at work an employee needs to be able to “….dedicate
yourself and be committed to it.”
Fast learner. Belinda and Melody contended being able to learn quickly was critical to
their work success because there was so many things to learn. Belinda said that an employee
needs to be a “fast learner.” Melody affirmed that “learning to pick up things quickly” in
necessary because there is a lot to learn: (1) “the basic[s] of what to do for [the] position”; (2)
“new machines”; (3) “learning all the different tasks that need to be done [as a]…supervisor”; (4)
“helping out with special events”; and (5) “things that…the professional staff might need done.”
Put myself out there. Delonte, Elliot, Melody, and Thurman asserted that it takes
individual effort on the part of the learner by putting himself or herself out there. Delonte said
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that he took “every opportunity that [he] had…and just ran with it”. Elliot got “involved with
anything and everything that campus recreation ha[d] to offer”. Melody went “out of [her] way
with helping people,” which helped her learn. Thurman claimed learners need to have “that outof-the-box personality” and “go-getter attitude.”
Take direction. Belinda, Charles, Delonte, Elliot, Jack, Melody, Steven, and Thurman
learned something because they were open to taking direction from others. For example, staff
gave Charles advice after he implemented emergency protocol during a tornado warning. Charles
understood “some things [he]…did wrong…and want[ed] to improve on them next time”.
Delonte was open to receiving direction from his fellow supervisors to “up that integrity and
standard for Campus Rec.” When Elliot was an official he was open to receiving advice from
supervisors “on things that [he] could improve on…and…get a little feedback”. By interacting
with people at Campus Recreation, Jack learned how to “tak[e]…criticism [and]…tak[e]
advice.” Jack took direction from the Outdoor Adventure Assistant Director to understand “what
tasks [were]…most important right now”. It is important to note that Jack felt he could “reveal
more of [his] concerns” with “his peers” and preferred getting their opinions before consulting
with professional staff or graduate assistants. Melody took direction from her Assistant Director
when she first started as a Facility Supervisor so that the Assistant Director could “tell [her]
things that [she]…really didn’t know about.” “Before [Steven]…applied for the [Aquatics]
manager position,” he took direction from fellow lifeguards “on how to make aquatics better.”
During the debriefing, after an adventure trip, Thurman accepted feedback from the Outdoor
Adventures Graduate Assistant who spoke “highly of me, after the fact” which helped him to not
be so critical of himself.
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Confidence in ability to learn. Belinda, Delonte, Elliot, Jack, Melody, and Thurman
contended that confidence played a critical role in their learning. Participants gained confidence
in their abilities by carrying out their job responsibilities, practicing skills, and gaining
knowledge necessary to perform their duties. Another way that research participants gained
confidence in their abilities was when they were recognized by others for completing tasks,
performing duties well, or making good decisions. For example, Facility Supervisors
encouraged Belinda to apply for the Facility Supervision position. She said, “…they all told
me…you’ve got to apply.” She added, “I didn’t think I could do it…and [now]…I’m so happy I
did”. Melody gained confidence in her abilities to help customers use the fitness equipment by
preparing for the “fitness assistant test [and]…being able to help her, it just made me feel good
about myself”. Professional and graduate staff instilled “confidence in [Thurman’s] ability
to…pick up those technical skills and be able to work with participants and become a leader.” By
practicing first aid during scenario training Thurman felt, “more confident in my skills with first
aid.”
Learn on My Own
This theme, “learn on my own,” described the different ways that research participants
directed their own learning. For example, Belinda said, “I…learn…on my own…so I’m not
clueless when it…matters”. Participants in this study identified eight self-directed tactics to learn
at Campus Recreation: (1) “By doing;” (2) “Goal sheets;” (3) “Take initiative;” (4) “Trial and
error;” (5) “Learn as you go;” (6) “Utilizing my resources;” (7) “it’s me seeing”; and (8) “now
that I am able to reflect”.
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By doing. All participants reported that they learned from carrying out their job duties
and fulfilling their roles at Campus Recreation. For example, Belinda developed her own training
techniques as she taught new staff by: (1) “teach[ing] them how to…learn…on their own”; (2)
sharing “little tips and tricks that aren’t in like just the standard…protocol that’s in the book”;
and (3) “making sure that they know…what other resources they can use”. Also, Belinda learned
to “multi-task” by helping to close the facility in the evening because there were multiple tasks
that required completion around the same time period. Belinda learned “the teamwork aspect”
because she worked with “two, three, four other people” during a shift. By fulfilling his facility
supervisory role, Charles felt it gave him “that purpose that I wanted and this is my opportunity
to be that leadership role”. Charles “added a last section” to the first aid inventory sheet because
he realized it would be easier to note on the form “when we run out of something” so the
Associate Director could easily be informed. Delonte contended, “I’ve gained a lot of job
knowledge working here at Campus Recreation”. Elliot claimed the job necessitated that he
“fix…a problem…clean…a problem…alert…staff of problems”.
Jack learned how to lead by facilitating Outdoor Adventure trips. Jack contended that he
did not perform “office style work” at his previous lifeguard duties at a community pool but
learned how to write reports and manuals and perform other administrative tasks at Campus
Recreation. As a result of facilitating an outdoor adventure service trip, realized “working with
these people was such a great experience and…working a full day cleaning up trash…you’d
never think…it would be so much fun”. Thurman explained that the only way he could learn
customer service was by the “get out there and do it method because that’s the only way you
really learn how to interact with people.”
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Goal sheets. Campus Recreation student employees were required to set goals, create an
action plan, and track their progress. Belinda, Charles, Delonte, Elliot, Jack, Melody, Steven, and
Thurman reported learning something this goal achievement exercise. Belinda learned to “keep
the goal in mind” and to “never think that you are done” improving. Charles realized that when
he set goals it caused him “to work harder…on the goals” and allowed him “to build skills in
something [he]…never knew…before”. Delonte felt that the goal worksheets helped him by
“seeing something written down and seeing it through [which]…changed the way I go about
tasks”. Elliot’s leadership goal “helped prepare [him] to manage people and operations…” Jack
realized “how driven I can be if I simply get a start on a project”. Melody learned how to use
resources which and contended “It helped me prepare for my career so I know to make use of
the resources I have in the future. Steven found that goal achievement can serve as a “record for
something that…benefit[s the]…workplace”. Steven learned to break down goas by adding
“more details and objectives.” By setting goals, Thurman “was able to increase my knowledge
base to make me a more effective member of the…team…[and] allowed me to develop crucial
skills that I will need for the future”. Thurman learned that “goals leads to results” and
“accomplish[ing] new things”.
Take initiative. Belinda, Charles, Delonte, Elliot, Jack, Melody, Steven and Thurman
took initiative in their learning at Campus Recreation in a variety of ways. For example, Belinda
“lik[ed] to go above and beyond [her] duties” by identifying things to do during downtime.
Belinda found “opportunities where I can...learn …something else…that can help me in the
future.” Charles asked if he could assist with new staff orientation meetings because he wanted
to learn from the Assistant Director, who showed him “great way[s] to express…thoughts in
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positive and informative way[s].” Delonte tried “to handle the situation…try to…be [the]…go-to
person…before…bother[ing] a professional staff member”. Jack took the initiative to learn how
to repair mountain bikes “by following a manual and then doing the technical skills”. Elliot
learned to “do things that [he] wasn’t directed to do” by working independently. Elliot gave his
“little ideas [because he] want[ed] it to run to the best of its ability”. During an opening shift “the
supervisor was…running late” and then Melody and her coworker helped to open the building so
patrons could exercise on time. When “teaching swim lessons” Steven took the initiative to
“adapt and cater to each…person” which was “one of the most rewarding experiences” at
Campus Recreation because he saw their progress. Thurman took initiative by “find[ing]
something that makes the day different…and I have something different…to do”.
Trial and error. Belinda, Charles, Delonte, Elliot, Jack, and Thurman acknowledged that
they learned through a trial and error process. Belinda realized that she makes mistakes with the
cash register because “you’re handling a lot of money” but tries to reduce errors so that it did not
“reflect badly” on Campus Recreation. When conducting emergency protocol during a tornado
warning, Charles “messed everything up…because I said it was a very serious situation” and
realized, “I should have kept it…calm”. Delonte contended that “you really have to be in the
field to understand and get a grasp on people”. He added, “A people person is a people person
because they’ve socialized and…worked in customer service…had to speak with tons of
different people”. Delonte asserted that by “being in the field and doing it is what…helps you
learn and…change accordingly”. Elliot said, “I feel comfortable with any decision I make…if I
do make the wrong decision…I’ll go ask advice and see how I can do it better next time”. Jack
realized in order for adventure trip participants to learn he need to “let…them…do the thing…try
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something and have it not work and then try something else”. Thurman contended, “You’re
going to…make those mistakes [and] you’re going to learn from them”. He added, “It’s easier to
learn from a mistake than it is to learn by doing something correct 400 times.”
Learn as you go. Belinda and Charles illustrated how they learned gradually to effectively
perform a task. Participants used this method when it took longer to fully grasp a skill or
concept. For example, when she started using the cash register “it was a learning curve” Belinda
added “it’s not something…you can just sit down for one shift and learn it all”. Belinda
contended, “You just kind of learn as you go” but “once you pick up the skills, you…learn how
to do things…efficiently”. Charles learned how to effectively manage incidents and complete the
Incident Report by learning different techniques each time he handled these situations. Charles
learned: (1) the importance of completing incident reports comprehensively; (2) to staple the
police officer’s business card and “attaching the case number” for easy reference; (3) that the
Incident Report serves as a legally binding document; (4) to check trash cans because “a thief
will take the cash and dump the wallet”. Charles added, “It’s taking everything that I’ve seen and
applying it to the ones after”.
Utilizing my resources. All participants utilized a variety of resources to assist them in
their learning process: employee checklists (Belinda, Charles), online staff intranet site (Belinda,
Charles, Delonte, Elliot), employee manuals (Charles, Elliot, Melody, Steven), employee forms
(Charles), employee guides (Charles), driving and hiking maps (Jack), books (Jack, Steven,
Thurman), and internet (Charles, Delonte, Elliot, Melody, Steven). Jack admitted not using the
resources of the park service to call ahead and get a status on weather and trail conditions and
indicated that not calling them was a mistake.
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It’s me seeing. Belinda, Charles, Delonte, Elliot, Jack, Melody, Steven, and Thurman
learned by observing others in the workplace. For example, Belinda realized “working with
people who don’t…care about what they’re doing…it’s frustrating…and [when]…people…bring
a negative attitude…that can be hard”. By observing Facility Supervisors, Belinda learned “all
the different skills that they need to have like delegation and stuff” and she picked up on these
skills “over time...and then when you transition…to supervisor, it was pretty easy, it was all the
stuff I already knew”. By observing professional staff during challenging times, he saw them
“get through it”. He said, “it help[ed] develop me as a person…who is going to be in that
professional field very…soon, its seeing their development that’s helping my development”. By
observing professional staff with differing personalities Charles learned “different perspectives”
of how their personalities shaped their interactions with others in the workplace. Charles
observed the Assistant Director during new staff orientation meetings, which helped him learn
how to present information in an organized and concise way. By watching how the Open
Recreation Assistant Director behaved with the staff she supervised, which helped Delonte see
how to be an effective supervisor. He said, “She…keeps her cool, I think she does a great
job…working with us, so she’s a role model to me.”
By observing fellow supervisors’ teaching styles, Elliot learned to develop his own
teaching method “and helped me become a better teacher”. Jack visited other university
Adventure Centers and discovered that they have larger storage spaces with more amenities. By
observing others, Melody identified inappropriate and appropriate ways to receive compliments
from coworkers and convey to staff that she will go above and beyond fulfilling her primary job
responsibilities. When other people thank Melody she learned to say “no problem, anytime, I’m
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glad I could help”. Melody added, “I try to like go out of my way with, helping people out
however I can”. Melody learned how to stay calm by observing the Facility Supervisor handle an
angry patron. She added, “He handled it well, so I learned from him and learned that patrons can
get like that too”. As a result of observing a continued problem of not having a sufficient number
of lifeguards when moving from the one semester to the next, Steven developed two
recommendations to resolve this issue: (1) recruit and hire lifeguards earlier and (2) hire more
lifeguards. Steven learned to pick up on people’s moods so that he could help them when they
needed it. He added, “It’s important to understand if there’s any sort of issue that you…need to
know where that person’s coming from.” Thurman observed people while on the job, which
exposed him to “different people [and] hear[ing] about different things.”
Now that I am able to reflect. All participants completed six journal reflections, which
helped them recall learning situations. Charles, Delonte, Jack, and Thurman specifically
identified reflection as a method for learning at Campus Recreation. Participants in the study
acknowledged that by reflecting they identified: (1) their own growth; (2) how to change their
own behaviors; (3) ways to improve programs. For example, when Charles reflected on a fight
that occurred, he realized he should have “taken a different approach”. Charles asked himself the
“what if question” which helped him see he should have focused on “sav[ing] all the people,
calm[ing] down the environment, do it safely and do it in a way that’s professional”. Delonte
recognized that the surveys that the department required after staff retreats and at the end of each
semester helped him to “notice the growth” in himself. Jack reflected on the adventure trips he
led which was common practice for that program area. He learned to identify “problems…and
how you can improve on…what you’ve done for the next trips you’ll be leading”. As Thurman
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reflected on his whole Campus Recreation work experience, he realized “it really was a great
experience…because it helped me get into the real world”.
Campus Recreation “Gives me that Other Set of Skills”
Research participants identified environmental elements within in Campus Recreation
that served as a catalyst for learning. There were ten elements influencing learning in the
workplace: (1) “surrounded by people who have experience success;” (2) “comfortable asking
questions;” (3) “constant reinforcement;” (4) “different;” (5) “not told what to do;” (6)
“opportunity for growth;” (7) “really welcoming;” (8) “the most challenging;” (9) “trusted me
enough;” and (10) unanticipated circumstances.
Surrounded by people who have experienced success. This theme, “surrounded by people
who have experienced success” speaks to the staff who have played an instrumental role in
participants’ growth and development. Research participants identified who they believed to be
experts and successful and sought those relationships for learning. I found three categories
related to this theme: (1) professional staff; (2) graduate assistants; and (3) student employees.
Professional staff. All participants reported that they had consistent access to professional
and student staff who helped them learn. For example, Belinda and her supervisor had “a really
good relationship” and she felt close enough to “tell her any problems” because her supervisor
“handle[d] it well.” By developing a close and trusting relationship with her supervisor, Belinda
learned how to address concerns that arose in the workplace. Belinda differentiated between staff
personalities and realized she had an affinity for certain supervisory styles. For example, Belinda
liked that the Assistant Director of Competitive Sports & Youth Camps had a relaxed attitude but
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got the job done. Contrarily, Belinda admitted she “related least” to the Assistant Director of
Outdoor Adventures. Charles identified his supervisor as being successful in her career and
acknowledged that she really helped him “develop into a great person, into a great worker, into a
great supervisor.” Charles added, she “is someone who will stand for you, not matter what
happens, she will be there with you…she cares about us and…passionately cares about us.
Delonte shared, “I never really…developed… relationships with the professional staff” in his
previous job. He said, “I’m surrounded by people who’ve experienced successes in their life and
I just want to learn from them.” He added, “I work with professional staff that are already in their
careers, I’ve learned from them.” Delonte contended, “I feel like I have a team of trusted
professional staff that I can go to for anything…I feel like I’ve established a business, you know,
professional relationship with them…”. Delonte felt closest to the Open Recreation Assistant
Director who had the “ability to understand” and was “well-rounded enough to…listen”.
The Competitive Sports Assistant Director taught Elliot “how you can diffuse situations”
when officiating and supervising games. Jack contended that the Outdoor Adventures Assistant
Director “had a major impact on [his] life [and learned]….to appreciate [her] opinion….through
multiple conversations when “driving back from trips…preparing trips and um…just throughout
the course of working”. Jack admired her capacity to pursue every opportunity and to gain the
most out of each experience. By interacting with the Associated Director, Steven learned “to be
as respectful as possible…clear and concise…state…the point, but don’t leave out important
details”. The Associate Director taught Steven to not “get…frustrated…whenever
we’re…discussing things or we’re working out…issues”. The Outdoor Adventures Assistant
Director and Graduate Assistant were “really very close advisors…helping me get used to all
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these different, new technical skills, but also giving me confidence in my ability to be able to
pick up those technical skills”. Thurman added, “They play the supervisor role, but they act as
advisors and friends and that’s such a unique experience”.
Graduate assistants. Research participants had varying levels of engagement with
graduate assistants. When participants in the study interacted with graduate assistants on a
regular basis, they reported learning something from them. Interacting with the Open Recreation
Graduate Assistant, Belinda learned the value of: (1) being approachable and (2) getting along
with people in the workplace. Belinda liked consulting with the Outdoor Adventures Graduate
Assistant because he was “fun...to be around…free spirited and gung-ho”. When interacting with
the Open Recreation Graduate Assistant, Charles realized the value of: (1) being open and
approachable; and (2) conveyed that she was there to help them develop. By interacting with
Graduate Assistants, Delonte gained a deeper understanding of what it would be like to pursue a
Master’s degree and the benefits of doing so. Elliot learned how to balance having fun and being
focused on work from a former Graduate Assistant. The Outdoor Adventure Graduate Assistant
“played a large part in [Jack’s]…work experience [and Jack]…learned from him…that you can
try new things without consequence”. The Graduate Assistant reinforced the importance for Jack
to try new things by stating, “You’re not limited to what you already know; that you’re not
limited to the things that you do now…but there’s other things outside of what you’re used to
that can completely add to your life and experience”. Jack said, “I've learned how to push my
limits and not be afraid to try out new activities”. Jack learned that “nothing is…unconquerable,
everything can be done in some way um…and …there’s always a way around…that you can find
a way to do something”.
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Student staff. Research participants interacted with a lot of different student employees
who were supervisors or coworkers which helped them learn workplace concepts. Charles said
that he “communicate[s] freely” and “have very good relationships” with three other Facility
Supervisors. He added, “If there was…something negative between us, it’s not going
to…fester…it’s going to be communicated”. Charles conveyed the reciprocal relationship he had
and said, “I know that they will give great advice and…they…will get great advice from me”.
Delonte stated, “You’re going to…gain experience in working with other peers”. Delonte felt
that he and another Campus Recreation Facility Supervisor felt that they were “there for each
other as brother and sister” and claimed it was “empowering to have those relationships” which
“reinforce[d]” for Delonte “to just strive to do your best” which helped him “develop [his] work
ethic and professional self”. Delonte contended that the supervisory staff meetings help them
communicate and maintain departmental standards. Delonte added that you learn by being “with
your peers and having the same work responsibilities…and seeing about how different
supervisors go about it”. Elliot contended that a more experienced supervisor “show[ed] me the
ropes” and instilled his confidence by stating “don’t stress anything that goes on at the Rec…you
can manage anything that goes on here”. Elliot felt that a majority of the staff were passionate
about their work at Campus Recreation. Not only did Elliot learn things about Campus
Recreation, it exposed him to student staff who were trying to take advantage of opportunities
around campus which helped him get more involved.
Jack’s coworker taught him how to create solutions to problems. Jack asserted that “the
things [he] got from [him]…kind of echoed into [his] work space and [his] way of working”.
Jack’s coworker served as a good role model by showing Jack that there are many ways to solve
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problems. As Jack’s coworker repeatedly demonstrated a capacity to use resources and find
solutions, he instilled the possibility that Jack could do the same thing. Jack realized that is
relationships with his peers in the workplace was different that when working with the Outdoor
Adventures Assistant Director or Graduate Assistant. Jack felt more comfortable consulting his
peers before getting advice from the Graduate Assistant or Assistant Director. During a lifeguard
in-service training, Steven gave lifeguards feedback and one employee was receptive to
constructive criticism regarding his techniques. Steven realized how a “can do attitude” and
“willingness” to accept input can positively influence learning. By interacting with Outdoor
Adventure coworkers, Thurman realized that they have different adventure skills and interests
and academic majors which contributed to his learning. He explained:
Comfortable asking questions. Research participants felt comfortable asking supervisors
and coworkers questions which helped facilitate the learning process. Participants in the study
identified their own “close advisors” within Campus Recreation and they sought different staff
for different reasons. Belinda felt she had the support of her Assistant Director because she was
“never afraid to text her after hours” when she needed to ask her a question. Belinda’s coworkers
encouraged her to ask questions. A Facility Supervisor told Belinda, “oh you’re opening for your
first time, call me at 6:00 in the morning, I’ll answer”. Charles learned to be “accept…that I can
ask for…help and the willingness…they had…to take time out of their day to help me develop
into the person that I am today”. Charles felt he could “got to [his supervisor]...about
anything…she’s given me great advice…both professionally and personally”.
Elliot seemed comfortable asking the Open Recreation Assistant Director questions and
said, “I can text her, I can call her pretty much whenever I want, I mean, I’ve never really called
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her after like 12:00 a.m. but…she’s usually right there… at the phone or at least she’ll get back
to me within, like, two hours or so. Jack felt more comfortable asking his peers questions before
consulting professional staff. Jack said, “I feel like with my peers [I] can reveal more of [my]
concerns.” Melody said she had “a good relationship [with her supervisor] because she’s also
approachable…if [she] ever [had] a question…” Melody added, ‘I always feel comfortable
asking [any professional staff] any question”. Steven felt the support of others in the workplace
by stating, “…well everyone around me is usually um…very helpful and courteous and so it
makes it a lot easier if I need to do anything.”
Constant reinforcement. When staff gave research participants positive feedback it helped
them feel supported and appreciated for their efforts. For example, Delonte’s supervisor
conveyed how proud she was of him for doing such a good job at Campus Recreation. Melody’s
Facility Supervisor reported that Melody helped out staff and this became a part of Melody’s
performance evaluation. After Melody enforced the ID policy with a patron who had an illegal
ID, the Facility Supervisor “complimented” her by saying “good job, you did that by yourself”.
Different. The Campus Recreation work environment provided different staff, patrons,
programs, and circumstances that contributed to participants’ learning. Belinda interacted with
staff from different program areas and in their own environment, which helped her gain a sense
of working within a community. She said, “I don’t know if it’s the same for everyone, but I feel
like everyone here works as a team.” Belinda learned how “to be really receptive of like other
people’s styles of interaction” through her engagement of different customers and staff. Belinda
learned how to be flexible with different styles of interactions by interacting with patrons and
staff. Charles acknowledged the work environment was “changing constantly” and the large
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number of diverse individuals in various programs contributed to his learning. Delonte learned
that the “staff here is diverse….so if you’ve never met a certain type of person before, you might
meet them at Campus Recreation and just be ready to deal with it…” Elliot admitted that he had
not interacted much with women prior to Campus Recreation and learned how to develop
relationships with them from his work experiences at Campus Recreation. Elliot learned how to
interact with various customers of different ages and interests and establish different types of
relationships with patrons. By interacting with different people at Campus Recreation, Jack
learned that there is more than one way to live your life. Jack learned: (1) difference in academic
majors; (2) people’s difference perspectives; (3) how to find common ground with different
people; and (4) how to get along with a variety of people. Jack explained how the he learned how
to handle moving between working on projects and addresses issues as they arise. This type of
random work environment helped prepare Jack to be ready to handle anything. Melody explained
that employees need to be adaptable because the Campus Recreation work environment provides
different: (1) situations, (2) people; (3) individuals of different ages; and (4) personalities. The
Campus Recreation Aquatics Student Manager position helped prepare Steven to work “work
with different people” which will be beneficial when he becomes and Officer Candidate in the
military. Thurman explained that, “being able to interact then with um…patrons and customers
in a different way, rather than sitting at a desk and answering questions,” offers a distinct
opportunity to engage with others.
Not told what to do. Participants in the study were given the opportunity to direct their
work, make decisions, and solve problems, which contributed to their learning and development.
This meant giving research participants enough responsibility to allow them to learn in their
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roles. It is important to note that participants felt a balance between support and access to experts
when they needed advice and the leeway to do things on their own. Charles shared the level of
responsibilities that the Facility Supervisor had and the autonomy they were given to direct
facilities and activities without direct and constant supervision all the time. Delonte felt he had
the autonomy to make decisions, while still having a safety net when he needed consultation.
The Campus Recreation Facility Supervisor position gave Elliot the leeway to decide how he
was going to carry out his job duties. He explained, “…you’re not, you know, stuck in like a
cubicle or anything like that, you have the autonomy to be like OK, let me go check out cardio
room right now or the weight room or the multi-purpose…” Jack explained how his supervisors
provided him the autonomy to figure out how to completed tasks in his own way and he used this
same technique when training staff. Melody felt like she was in control of carrying out her job
responsibilities and make decisions during her shift. Steven acknowledged that the Aquatics
Student Manager position allowed him the opportunity to be more self-directed, make his own
decisions, and create his own solutions. He stated, “…just understanding that, you know, this is a
supervisory job, not…one where you’re pretty much told what to do all the time, it’s where you
have to be creative and figure out solutions to problems”. Steven shared that the Associate
Director gave him guidance when he needed it, but indicated that before he asked for advice he
checked to make sure there were no obvious solutions.
Opportunity for growth. Participants in the study were provided opportunities to take on
more responsibilities as they developed their skills. Some student employees were promoted into
positions with more responsibilities and authority to make decisions. Some participants worked
in two or more program areas, which provided diverse opportunities and contributed to their
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growth. Campus Recreation had a plethora of different opportunities for staff advantage of such
as assuming different jobs and progressively assuming more responsibilities. Charles was
promoted from a building staff member to a Facility Supervisor which gave him more
responsibility. However, Charles realized that the first time he wanted to be a Facility Supervisor
he wasn’t ready. Charles understood that he needed to be ready to assume more responsibilities
before being given them. Delonte progressively assumed positions within Campus Recreation
and gained work experience as he learned a variety of positions. He explained, “I started as a Rec
Tech and now I’m a certified fitness assistant, I’m a membership services specialist here, I know
all about that, I’m a supervisor here. So there was opportunity to growth…” Delonte contended
that, “Um…there’s opportunity for growth at Campus Recreation”. Delonte acknowledged that
he had “opportunities” to learn because he worked on projects which helped him develop.
Elliot contended, “Oh, this position has really opened my eyes um…to many different
opportunities…” By networking with different Campus Recreation program areas, Elliot took
advantage of new departmental opportunities. Elliot started as an Open Recreation building staff
member and then was promoted to an Open Recreation Facility Supervisor. Then Elliot became a
supervisor for Competitive Sports which included overseeing Intramural and Sport Club
activities. Also, Elliot became a youth summer camp counselor for the department. Now he is
exploring becoming a personal trainer. Also, Elliot contended that he “jumped at the chance” of
taking advantage of every opportunity. Outdoor Adventures staff led a week-long outdoor staff
trip as part of their training experience. Jack explained this training helped him “simulate what
you would go through”. Melody shared how she was recently promoted to the Facility
Supervisor and the increased responsibilities she has been given. Steven was originally hired as
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Lifeguard, then as an Aquatics Instructor, and then promoted to the Aquatics Student Manager
position. Steven shared how the Aquatics Student Manager job provided him an opportunity to
learn some “real world skills”. Thurman asserted that the jobs he had before Campus Recreation
were simple and pretty straightforward. Moving into the Campus Recreation, Thurman realized
that it was more of a complex work environment which helped him grow in different ways.
Those varied opportunities helped him learn: (1) adaptability; (2) different skills; (3) enhanced
customer service; (4) increase planning skills; (5) time management; (6) administrative skills;
and (7) specialty skills.
Really welcoming. Research participants identified that the work environment was
welcoming, comfortable, and staff were supportive, courteous, friendly, and helpful which aided
in participants’ learning. Participants felt like there were different people they could talk to and
go to for advice. For example, Belinda said, “I never feel out of place here….everyone is really
welcoming.” Charles contended that “everyone’s positive…[and] I feel extremely comfortable…
being a gay male, in a society where there are individuals who are against it, I am extremely
comfortable with who I am here”. Delonte stated, “Everyone is easy to talk to…you might talk
[about] one situation with one professional staff member that you can’t talk [about] with
someone else. But there’s always someone that you can talk to.” Elliot added, “I feel like the
majority of the people that are here want to be here”. Elliot contended that when a large number
of staff are striving for their goals it motivated him to want to achieve his goals. Jack felt a
“connection” with Campus Recreation staff. Jack contended, “The bonds you make in these jobs,
that’s definitely an outlook I’ve gained form this job…you work as a unit, you work as a team
and you support one another”. Jack said there is “a sense of community”. Melody contended that
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Campus Recreation felt “really like home”. Steven said, “…well everyone around me is
usually…very helpful and courteous and so it makes it a lot easier if I need to do anything.
Thurman said, “…as time has gone on its felt more homey to me”.
The most challenging. When participants in the study were presented challenges and
overcame them, they learned and enhanced their skills. For example, Belinda’s first shift as a
Facility Supervisor, an employee called and said he could not come to work his shift. As a result
of this experience, Belinda gained confidence in her ability to supervise and handle the problem
of being short-staffed. Delonte learned how to handle stressful situations when there were
“multiple special events at a time.” Delonte learned to prioritize a list and delegate and felt
relieved when he is able to address the situation. Elliot learned that he can handle a lot of
requests and direct contractors performing work in the facility. The challenges presented to Elliot
on a daily basis provided opportunities for Elliot to demonstrate his capacity as a leader. When a
person passed out in the facility, Elliot learned that he can’t prevent situations from happening,
but he can control how he responds to circumstances.
By working through a conflict between two outdoor adventure trip participants, Jack
developed strategies to diffuse the animosity between the two participants. Occasionally Campus
Recreation patrons will exhibit anger or convey dissatisfaction of a service or program which
challenged Melody to find ways to appropriately respond to patrons and identify solutions to
their concerns or issues. When Steven assumed the Aquatics Student Manager position and
realized that the appropriate information had not been recorded and filed properly. Working
through this challenge, it reinforced that professionals need to leave their positions in good order.
Steven dealt with an upset patron and struggled with the patron’s level of anger. Although
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challenged by the customer’s level of emotion, Steven maintained being professional and
courteous which reinforced his capacity to do so. Thurman learned how to prepare himself to
work in the fitness rooms where it was noisy and crowded and difficult for him to perform tasks.
Trusted me enough. Participants in the study indicated that when they were trusted to do
their job, they felt more capable of carrying out their responsibilities. For example, Charles felt
that the Associate Director had confidence in his abilities to perform the task, which reinforced
and confirmed that Charles was carrying out tasks effectively. He explained:
He’s confident that I will take care of it and it’s great to know that because that makes me
feel that I am doing my job correctly, that I’m doing it effectively and I’m doing it in a
way that someone sees it and recognizes it and thanks me for it and for future things,
knows that it can be taken care of.
Delonte developed relationships with patrons and they trusted him enough to come ask questions
and make requests. He explained:
…they feel comfortable with us because they’ve seen our face for a while so they won’t
have any problem coming to us, asking about things, changing, is this room…their
remodeled over here, you know, they always ask a lot of questions…
Melody talks about how facility supervisors trust and depend on each other which helped her
understand how good close working relationships should be.
Unanticipated circumstances. By dealing with unanticipated events participants in the
study solved problems and made decisions on their own which helped them learn. For example,
Charles mediated a conflict between the Dodgeball group and a Graduate Assistant who was
conducting a meeting in the adjacent room. Charles had not anticipated that there would be a
problem between the two groups. When a conflict ensued, Charles had to solve the problem.
Delonte had to adjust to unanticipated situations which helped him identify work inconsistencies.
Delonte noticed that in the summer the communication system was lacking, he felt unprepared
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for the group reservation because he did not have the event set-up instructions. Delonte was able
to adjust to the different approach, but realized that written communication was much more
effective.
Elliot contended, “all the things that gets thrown at me throughout the day at the Rec has
really helped me…not get flustered when those things do happen to me in life”. Jack did not
anticipate weather or shelter problems until they arrived at the site. He forgot to call the park
service to get a weather update and had not asked questions about particulars regarding the
shelters. Jack learned that he could anticipated these things which would have prepared him and
the participants better. Although Melody was trained on how to handle weather emergencies, she
never really believed that a tornado warning would occur. This unanticipated situation helped
Melody learned that weather emergencies have the possibility of occurring and she felt more
prepared to handle this by herself next time.
Have to Be Trained
The fourth theme, “Have to be trained” identifies the various ways that training played a
role in preparing staff to effectively perform their jobs. Thurman contended that Campus
Recreation staff focused on staff developing their skills and provided instruction which
reinforced and improved skills. He explained:
They’ve only made them more well-rounded and solid I feel. Um, specifically because
while working here at Campus Rec it’s been a heavy focus on developing those skills, so
rather than um…just being lessons learned in the past because of experience, I’m now
also getting instruction on top of that that are only helping to reinforce and make those
skills better.
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I identified six training methods: (1) “Helped me;” (2) “Leadership seminars;” (3) Online
instruction; (4) “Scenario training;” (5) “Shadowing;” and (6) Other training.
Helped me. More experienced student staff helped research participants learn by
providing in-depth hands-on training. As a result of hands-on training, experienced student
employees taught participants “the ropes,” set performance standards, gave tips on techniques,
described details, and demonstrated procedures. For example, the Facility Supervisor who
trained Delonte emphasized that knowledge is critical to successfully performing their job and
helped them feel confident that they could do the job. Elliot sought out a specific Facility
Supervisor to learn because he admired the way she explained things in an in-depth manner. He
explained:
…she’d be able to give me like a thorough answer instead of like just the skim off the top
type of answer…she would really go into depth of how to clean under machines, what
tools to use when you’re cleaning and……just like little simple things like, oh ask
building services for this, they’ll be able to provide gloves or anything like that.
Leadership seminars. Staff acknowledged that the leadership seminars were helpful
because the workshops reinforced the leadership and professionalism concepts and provided
opportunities to learn from professional staff and student employees. For first time leaders,
timing was important. Delonte said,
I would definitely include the leadership…seminars…..because it helps you…especially
if it’s your first time in a leadership position…and just having a resourceful way to learn
about it…with visual aids and you’re learning with your peers and your co-workers too...
Delonte contended, “it was right when I was becoming a supervisor…being able to pick…out
[leadership skills and styles] and create your own professional leader self…played a part
in…the…supervisor I am…today”. Delonte argued that “when it’s a smaller group…people are
more willing to…be outspoken and to really dive in and learn information…more
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conversational…that’s what helps me learn and…retain information…when I can be vocal…and
hands-on”. Steven said, “…the leadership laboratories…reinforced skill that I…have been
trained on with my…ROTC training…” Thurman contended, “…the Leadership Certificate
Program…all the various talks about professionalism…the different instruction…really gave
more concrete lessons…what…employers will be looking for…and…how to be an overall better
work in those different roles”.
Online instruction. Research participants found the department’s online instruction on
“presenting a professional image” useful because it reinforced the importance of student staff
developing their “professional” selves (Delonte). Delonte said, “…the fact that we have to read it
and answer question about it reinforced those things…into…you practicing those skills…”
Melody learning about professional “…image…the way you talk…the way you carry
yourself…” Melody used the employee intranet site to communicate with coworkers. She said,
“…so I’ve been on the internet, talking to coworkers…”
Scenario training. Research participants found that when they perform procedures during
mock situations, it helped them learn and retain the information. Emergency response training
provided staff hands-on scenarios for them to practice protocol. Participants seemed to remember
these training sessions and they felt it helped prepare them for a real situation and instilled
confidence in their abilities to perform skills. Belinda contended, “we’re really put in these
situations…and that really…engrains…in your brain to remember how to do something”.
Charles added that it is, “…teaching us being in this situation and knowing what to do”. Charles
felt “prepared for that happening…ready”. Charles argued that scenario training “meets every
single aspect of learning, visual, auditory, and…kinesthetic…scenario is the best option”.
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Delonte suggested that “scenario training…should be something that supervisor go
through…because had I not went through…training…and that girl passed out…me or my staff
probably wouldn’t have known what to do…” Thurman added, the three-day first aid training
course “…with scenarios which was a real benefit because it was very hands-on…because…first
aid is something that…really becomes a second nature thing…those …interactions was a key
part”. Thurman added, “…it made me feel more confident in my skills with first aid if I ever
needed to help someone”. Thurman contended it allow him to practice “a bunch of different
scenarios…being able to interact with all the different pieces of equipment…” Conversely, Elliot
admitted that until he had to respond to a patron who passed out, he did not understand the
significance of paying attention during these types of trainings. He recommended that future
employees really focus and learn emergency response procedures during their trainings.
Shadowing. Shadowing was an effective training tool for research participants; however,
it was only useful when the trainer was invested and engaged in the process and they had
appropriate knowledge to teach. Belinda believed that shadowing another staff member was an
effective staff training method, however; she contended that “…the person…is your main
resource” and she “was really careful choosing” who she shadowed “to make sure I was with
someone that I felt knew what they were doing”. After watching others shadow different staff
members Belinda recommended that shadowing be done “differently” by “making sure the
person you shadow…they’ve been there for…at least a year”. Belinda recommended: (1) that the
staff require the trainee to demonstrate the task before checking it completed on the training
checklist and (2) ensure that the trainer is “willing to really teach”. Delonte added, “…you’re
learning from that person the whole time…so that relationship, it was almost like a big sister, just
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teaching you the ropes…” When Elliot shadowing a coworker to learn how to use the cash
register, he explained, “she was just so thorough with everything” teaching me “step by step”.
Elliot admitted, “I’m a more…visual learner…so that was really nice of her to…just be so
helpful and any question I had, she had answers…” Melody emphasized that shadowing should
be integral part of training which involved: (1) demonstrating the task first; (2) letting the trainee
try the task; (3) providing variations so that the trainee has a deeper understanding of
responsibilities. By shadowing the previous Aquatics Manager and sharing the tasks of writing
the annual report together, Steven said, “she was getting the report done and I was learning how
to do it, at the same time, so it benefitted both of us”. Steven indicated that he liked the
opportunity to ask questions in the moment. Steven said “…she was able to just talk it out with
me and…explain it and show examples”. Steven identified how gaps in the shadowing schedule
led to not knowing some policies and procedures and recommended that staff shadow all aspects
of the job.
Other training. There were various other types of training and methods that helped
research participants learn: (1) first responder training; (2) department staff retreat; (3) weekly
staff meetings and mini-workshop; and (4) different teachers. For example, Melody
acknowledged getting a refresher course on CPR and first aid helped remind her of proper
procedures and prepare her for her supervisor position. Charles explained how the annual staff
retreat introduced him to other student staff from other program areas which helped him be more
comfortable interacting with student staff at work. Jack contended that weekly discussions was
helpful because that the job encompasses and there is a lot to learn. Jack emphasized the need to
be taught by different people so gain different perspectives and insights from them. Thurman
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indicated that the specialty clinics are important so that the outdoor adventure staff gain specific
technical skills they will need to perform their jobs.
Summary of Themes Related to Sub-Question One
I identified four themes that answered my first sub-question: What strategies do college
student employees use to navigate learning within their student employment experience?
The themes were: (1) “Being prepared to learn;” (2) Campus Recreation “Gives me that other set
of skills;” (3) “Learn on my own;” and (4) “Have to be trained”. Upon further analysis, I
categorized these themes into a conceptual category, different ways of learning. Within the
“being prepared to learn” theme, research participants identified individual attributes that
promoted their learning. Participants developed some of these learning traits prior to working at
Campus Recreation and some were acquired during employment. Regardless whether these traits
were gained before or during the Campus Recreation work experience, participants argued that
possessing these characteristics were essential to the learning process. Participants identified six
different traits: (1) “comfortable with learning;” (2) “want to learn;” (3) “fast learner;” (4) “put
myself out there;” (5) “take direction;” and (6) confidence in ability to learn.
The theme, “learn on my own” described the different ways that research participants
directed their own learning. Participants in this study identified eight self-directed tactics to learn
at Campus Recreation: (1) “By doing;” (2) “Goal sheets;” (3) “Take initiative;” (4) “Trial and
error;” (5) “Learn as you go;” (6) “Utilizing my resources;” (7) “it’s me seeing”; and (8) “now
that I am able to reflect”. Then research participants discovered specific elements within the
work environment that facilitated their learning: (1) “surrounded by people who have experience
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success;” (2) “comfortable asking questions;” (3) “constant reinforcement;” (4) “different;” (5)
“not told what to do;” (6) “opportunity for growth;” (7) “really welcoming;” (8) “the most
challenging;” (9) “trusted me enough;” and (10) unanticipated circumstances. All research
participants contended that instruction and training helped them develop their work skills and
gain deeper understandings of work related concepts. I found five istinctive training methods
with several miscellaneous methods organized under one category as other training. There were:
(1) “Helped me;” (2) “Leadership seminars;” (3) Online instruction; (4) “Scenario training;” (5)
“Shadowing;” and (6) Other training. It is clear that many factors play a role in teaching staff
skills and work related concepts.
Perceptions of Work
The second sub-research question was: Do student employees’ perceptions of work
change over time? I found four themes related to employee’ perceptions of work: (1) “see
yourself for what you can do;” (2) “work I like and don’t like;” (3) “developing your
professional self”; and (4) “create a path for myself”. Upon further investigation, I grouped these
themes into a conceptual category, perceptions of work. I will introduce each theme and then
present each participants’ stories related to each them.
See Yourself for What You Can Do
Participants in the study revealed that their values to work hard, be dependable, the
importance of working through challenges, to do the things the right way, to be disciplined,
dedicated, committed, strong, responsible, respectful, have integrity, strive for excellence, be
humble, driven, loyal, and to fight for things were values they brought to Campus Recreation.

296
Their values were tested as they carried out the responsibilities of their positions and worked
through challenges.
Work I Like and Don’t Like
Previous experiences and Campus Recreation employment shaped four research
participants’ views regarding the type of work they prefer. For example, when Delonte worked in
the university dining hall for a few months he realized quickly that he did not want to pursue a
career in the restaurant industry. When Elliot worked at the corn pollination research center he
realized that he did not want to be a laborer. Then when Elliot worked in clothing retail he
discovered he did not like working with clothing or selling things. Working at a cash register in a
bookstore for a few months, Charles realized he could not sit in one place for hours and needed a
more active work environment. Jack’s mom exposed him to the outdoors at a young age where
he grew an appreciation for nature and being active outside.
The Campus Recreation work experience helped four student employees in this study
affirm their work preferences. Delonte discovered that the diverse recreation work environment
further strengthened his preference to work with people, which supported his public health career
choice which will require him to be able to work with people. Elliot’s interest in sports and
dream of owning a sports facility one day was reinforced at Campus Recreation. Elliot realized
he really like working with people and managing facilities. Elliot preferred the random nature of
the work environment that allowed him to direct and prioritize his work. Elliot welcomed the
unanticipated situations that arose and felt challenged to handle them. At Campus Recreation,
Charles discovered that he liked working in an environment that was a combination of physical
tasks, administrative duties, and interacting with people. His recreation work experience
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reinforced his geology career choice which will allow him to combine his interest in being
active, project management, and working with people. Jack’s Preservation Wildlife college
committee experience and his role in Campus Recreation as an Outdoor Adventures Trip Leader
reinforced his preference to work outdoors and pursue a career with the National Forest Service.
Developing Your Professional Self
Participants in the study started developing their professional selves during their
childhood as they engaged in elementary and high school extracurricular activities, part-time
employment, and family members. Their interactions with others developed their views of
professionalism. By carrying out their job responsibilities and interacting with others in Campus
Recreation, research participants continued to shape their professional selves. The concepts and
skills gained at Campus Recreation changed their views of work and how they see themselves
and others in the work environment. For example, Elliot said his Campus Recreation work
experience “opened his eyes” to the type of professional he hoped to become.
Delonte learned how to look and speak professionally from his third grade teacher.
Delonte’s youth choir experience taught him how to behave in a professional manner and
introduced teamwork concepts. Delonte learned how to step up and be a leader from his Dance
Choir Captain experiences in high school. At Campus Recreation Delonte’s professional self was
shaped by gaining a deeper understanding of how these concepts play into his capacity to
become a professional: adapting, assuming new and progressive responsibilities, communication,
cross-training, customer service, defining himself within the organization, deeper understanding
of people and differences, delegation, difference in learning styles, establishing and sustaining
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good working relationships, goal achievement, job knowledge, navigating learning in the
workplace, professionalism, teamwork, organizational leadership, organizational structures, and
supervisory techniques.
Steven’s previous lifeguard job was “simple” and did not require a lot of critical thinking,
although he learned how to be a good employee by working within the guidelines and
expectations of the job. Scouts and ROTC helped Steven develop his planning, execution, and
leadership skills. At Campus Recreation, these concepts shaped Steven’s professional self:
communication, establishing and sustaining good working relationships, working with a
supervisor, achieving goals, matching goals that benefit the organization, planning and
execution, prioritizing, professionalism, succession planning, supervisory techniques, and
training techniques.
Melody learned responsibility, discipline, independence, role modeling, teamwork,
decision making, being firm, and being approachable from her family, athletics, and military
school experiences. At Campus Recreation, these concepts shaped Melody’s professional self:
administrative duties, communication, customer service, establishing and sustaining good
working relationships, people’s differences, positivism, time management, how to work with a
supervisor, staff differences, supervisory techniques, teamwork, and training techniques.
Elliot learned teamwork and leadership abilities from his participation in high school
sports and serving on high school committees and councils. At Campus Recreation, these
concepts shaped Elliot’s professional self: adapting, assertiveness, commitment to the
organization, communication, establishing and sustaining good working relationships, facility
management, handling unexpected circumstances, interpersonal skills, job knowledge, managing
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people, navigating learning in the workplace, networking, positivism, prioritizing, training
techniques, time management, working independently, staff differences, supervisory techniques,
how to work with different types of supervisors, and taking initiative.
Prior to Campus Recreation, Belinda’s family taught her that earning an income meant
freedom, independence, and pride. Two negative work experiences prior to Belinda’s Campus
Recreation employment caused her to be suspicious of supervisors. Belinda learned some aspects
of adapting from her youth summer camp experience. In college she learned how to adjust to
others’ communication and leadership styles, and how to initiate change within an organization.
At Campus Recreation, these concepts shaped Belinda’s professional self: adapting her
interaction styles to fit the circumstances; balancing work and life, communication, establishing
and sustaining good working relationships, delegation, leadership, prioritizing, self-directed
learning, how to work with a supervisor, supervisory techniques, taking initiative, and training
techniques.
Charles’s mom and step-dad instilled a high work ethic and doing things the right way.
Prior to Campus Recreation, work meant income for Charles. Charles’s concept of being
productive, working hard, and making a contribution to department goals were realized at the pet
store. At the pet store Charles learned knowledge and education were key to serving customers.
At Campus Recreation, these concepts shaped Charles’s professional self: accepting criticism,
communication, customer service, emotional competency, establishing and sustaining good
working relationships, managing chaos, management of incidents, mediating conflict, passion,
people’s differences, positivism, problem solving, report writing, role modeling, separating work
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and life, working with a supervisor, supervisory techniques, training techniques, teamwork,
understanding people’s perspectives, and work-life balance.
Jack learned responsibility and the values of good working relationships from watching
his dad at work. Jack’s dad and his part-time pizzeria job taught him how to take initiative and
how to be a good supervisor. At Campus Recreation, these concepts shaped Jack’s professional
self: attending to details, completion oriented, communication, continual improvement,
customer service, delegation, driven, establishing and sustaining good working relationships, job
knowledge, learning influences all aspects of one’s life, mediating conflict, outgoing,
organization, planning and preparation, problem-solving, self-directed, self-development,
supervision techniques, taking initiative, teamwork, and training techniques.
Thurman’s family, grocery store, and Model of United Nations taught him teamwork,
being helpful, delegation, and leadership. At Campus Recreation, these concepts shaped
Thurman’s professional self: accurate self-assessment, adaptability, accomplish tasks,
communication, customer service, driven, emotional competencies, establishing and sustaining
good working relationships, how to be a good employee, individual contributions to teams and
organizations, job knowledge, people’s differences, leadership, mediating conflict, planning and
preparation, project management, professional image, professionalism, organizational structure,
outgoing, self-improvement, supervisory techniques, teamwork, and time management.
Create a Path for Myself
There were student employees in the study who reinforced, refined, or changed their
career path as a result of their Campus Recreation work experience, which was a significant
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finding of this study. For example, as Delonte became more engaged in his Campus Recreation
work experience he discovered that a marketing internship could broaden his understanding of
public health promotion from a collegiate recreation and wellness perspective. Also, Delonte was
more confidentin his abilities to create his own path for himself. He explained:
…working here at Campus Recreation being able to develop a relationship with
professional staff, helping them with their individual projects and seeing how they hone
in on a bigger scale and how it all comes together as a piece of a puzzle, that is what I’m
going to take with me. Knowing that and being able to attain those types of positions so
that I can work with other business professionals and get things done…and set a career
path for myself is the most empowering knowledge, is the one I’m going to hold on tight
to.

As part of his academic requirement, Elliot volunteered in a physical therapy clinic and quickly
discovered that he did not like his clinical experience. At the same time, Elliot became more
engaged and invested in his work at Campus Recreation and realized his passion for sports,
athletic performance, and facility management would not be met by working in a physical
therapy clinic. Elliot began searching for career options related more to sport management.
Learning that Student Affairs professionals develop a breadth of experiences by working in
various areas in Student Affairs further strengthened Belinda’s desire to pursue this career. As a
result of Charles’s Campus Recreation work experiences, he realized that he preferred working
in a job that combined administrative and field work, which reinforced his interest in a geology
career. Although he was majoring in geology, Jack decided to pursue a career with the National
Forest Service because of his continued passion for working in the outdoors which came from
his family, zip-line, and Campus Recreation adventure experiences. Also, the Outdoor
Adventures student employment and zip-line instructor experiences allowed Jack the opportunity
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to affirm that working in a more non-traditional environment is accepted and respected within his
world view.
Summary of Themes Related to Sub-Question Two
Research participants’ understanding of work changed as a result of their work
experiences at Campus Recreation: (1) their values were tested and reinforced; (2) they learned
the different types of work activities that they liked or did not like; (3) they continued to develop
their own professional selves; and (4) their career choices were strengthened, refined, or
changed. I identified four themes that answered my second sub-question. Do student employees’
perceptions of work change over time? The themes were: (1) “see yourself for what you can do”;
(2) “work I like and don’t like“; (3) “developing your professional self”; and (4) “create a path
for myself.” Within the “see yourself for what you can do” theme, participants revealed that their
values were shaped by their childhood and teenage experiences. The values they espoused were
tested as they fulfilled their job responsibilities and were presented issues.
Within the “work I like and don’t like” theme, study participants’ previous and Campus
Recreation work experiences helped them determine the types of work they either liked or did
not like. Four participants, in particular, conveyed elements of the Campus Recreation work
experience that reinforced the type of the work they liked and hoped to pursue, which was
associated with their chosen careers. Within the theme “developing your professional self”
participants in the study began to develop an image of professionalism from their engagement in
elementary and high school extracurricular activities, part-time employment, and family
influences. They continued to shape the way they presented themselves professionally by
interacting with staff, carrying out their job responsibilities, developing their work skills, and
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gaining a deeper understanding of work-related concepts. Within the “create a path for myself”
theme, there were research participants whose career path was reinforced, refined, or changed as
a result of their Campus Recreation work experiences. Also, some participants in the study felt
more confident in the ability to create their own career path when they find employment because
they have learned how to create their own path within the Campus Recreation work experience.
Summary
Participants in the study identified increased competencies and deepened understandings
of work-related concepts from their Campus Recreation work experiences. The focus on learning
and professionalism helped research participants connect what they learned at Campus
Recreation to their chosen profession. Their perception of work prior to Campus Recreation was
merely completing simple tasks at a part-time job. As a result of their Campus Recreation work
experiences, study participants’ views of work have changed. They understand: what it means to
work within an organizational structure, teamwork, leadership, supervision, how to resolve
conflicts, problem solving, how to work independently, effective communication, customer
service, and how-to-learn in a work environment. They no longer see work as simply completing
tasks; instead, their views of work are much more complex. In Chapter 6, I discuss the findings
from Chapter 5 in relation to relevant research and highlight new outcomes that advance our
understanding of college student employment learning. Then I provide three workplace learning
frameworks to assist future researchers and practitioners to better understand the on-campus
student employment experiences related to learning and development. Then I describe the
limitations of the study and make recommendations for future research. Finally, I provide a
summary of the study and conclusions regarding research, theory, and practice.

CHAPTER 6
DISCUSSION

Introduction
The purpose of the final chapter is to discuss the findings presented in Chapter 5 with
research related to workplace learning and higher education. First, I present an overview of the
primary and secondary research questions. Then I discuss significant themes from the primary
and secondary questions relevant to scholarly work. Next, I suggest three theoretical frameworks
that I believe will assist future researchers and practitioners in better understanding the oncampus student employment experience related to learning and development. Then I highlight
the limitations of the study and make recommendations for future research. Finally, I provide a
summary of the study and conclusions regarding research, theory, and practice.
Overview of Research Questions
With the cost of education continuing to rise (Wei & Hunt-White, 2010) and the
projected growth in student enrollment (Staklis & Chen, 2010), it is expected that the number of
college students who work will continue to increase (U.S. Department of Education, 2012). The
increased societal and political pressure on universities and colleges to demonstrate how students
are prepared to enter the workforce upon graduation has caused universities to measure learning
both in and outside the classroom. Student affairs professionals have focused on assessing how
student leaders learn within the context of organizational involvement. However, these
administrators have given very little attention to how on-campus college student employment
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creates opportunities for learning, how learning occurs within that environment, and what this
work experience means for these students. This study examined the stories of college student
employees in campus recreation guided by three research questions. The primary research
question was: How do part-time, on-campus student employees describe their past and current
experiences as they relate to their learning? Secondary research questions included:
3. What strategies do college student employees use to navigate learning within their
student employment experience?
4. How do student employees’ perceptions of work change over time?
Through purposeful sampling, eight college student employees in Campus Recreation
shared their stories by answering a series of semi-structured open-ended questions during three
interviews. Regarding the primary question, data analysis of the interviews, reflection journals,
and supporting documents, four themes were identified: (1) “embellished what I brought to the
table”; (2) “really got good at it”; (3) “learned from scratch”; and (4) “leadership.” Two subthemes were identified within the leadership theme: (1) “taught me I am a leader and can be a
leader” and “proven myself as a leader”. One secondary question evaluated the strategies that
college student employees use to navigate learning during the on-campus employment
experience. Four themes emerged from participants’ stories: (1) “Being prepared to learn”; (2)
Campus Recreation “Gives me that other set of skills”; (3) “Learn on my own”; and (4) “Have to
be trained.” The other secondary question related to whether student employees’ perceptions of
work change over time; four themes emerged: (1) “see yourself for what you can do”; (2) “work
I like and don’t like”; (3) “developing your professional self”; and (4) “create a path for myself.”
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Discussion of Study Findings Related to Primary Question
Addressing the primary question, I presented four significant themes in Chapter 5 that
emerged from participants’ interviews, reflection journals, and several types of supporting
documents generated in the workplace as part of student employees’ work responsibilities. In this
section, I discuss these significant themes within the context of existing scholarly work. By
associating these findings to existing research, it is more apparent how these contribute to
workplace learning and higher education.
Significant Themes
The four main themes answering my primary research questions were: (1) “embellished
what I brought to the table”; (2) “really got good at it”; (3) “learned from scratch”; and (4)
“leadership.” I did not find any other study that investigated college student employees’ past
experiences with their present on-campus work experiences to connect learning from the past to
the present. Hence, a major finding of the study is that I identified research participants’ past
skills and work-related concepts and their association to current skills and learning. It is
important to note that participants in the study brought different skills and work related concepts
to their Campus Recreation work experience. Student employees in this research study reflected
on their prior experiences and evaluated the degree to which skills or concepts were learned. I
did not find any other research study in out-of-classroom learning, workplace learning, or college
student employment where the degree of learning was measured except in quantitative studies
related to out-of-classroom learning and academic success associated with student employment.
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Student employees in my research ascertained their own level of improvement, which warrants
further investigation.
Embellished what I brought to the table. Other researchers found that full-time employees
connected what they previously learned to their current situation, which helped them build their
knowledge (Collin, 2001; Fox et al., 2010; Williams, 2003). Student employees in this study
affirmed that they associate their current learning experience with what they previously knew,
which is consistent with Collin (2001), Fox et al. (2010), and Williams (2003). However, this
research study further advances our understanding of how learners connect their previous
experiences and learn different aspects of a concept. For example, Belinda learned four elements
of adaptation from her high school summer camp counselor experience: (1) being patient
throughout the process of change; (2) being observant of the situation; (3) being knowledgeable
of the limitations and potential solutions for adapting; and (4) having an understanding of how
people adapt to new situations. When Belinda served as the secretary of a co-ed college service
fraternity, her exposure to different communication and leadership styles helped her understand
the degree to which she needed to adapt to differences. Then, when Belinda worked at Campus
Recreation, the various interactions she had with patrons and staff helped her to differentiate
between different types of interactions and develop strategies to handle these situations in
different ways.
Three distinctive phases were identified in the learning process from previous research
which are also supported in this research study: (1) locating previous knowledge that is
applicable to the current learning circumstance (Collin 2001; Fox et al., 2010; Williams, 2003);
(2) processing learning in the present (Collin; Williams); and (3) exploring future possibilities
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through the generation of new ideas (Collin), experimentation, and evaluation (Collin; Williams).
In Belinda’s example, she located previous knowledge from her youth camp and co-ed fraternity
experiences, which were applicable to her new learning situation at Campus Recreation, where
she was faced with the need to adapt her communication style to accommodate different
situations. Belinda applied what she knew to her current learning situation and developed new
ways of changing her interaction styles to match varying circumstances.
Collin (2002) found that in order for full-time employees to learn, workers determined
which knowledge and skills were needed for the situation and applied them (Clarke, 2005). As
Belinda learned the different needs for changing her communication style, she was able to apply
varying approaches to different learning situations. Collin, van Woerkom (2006), and Wolf
(1997) contended that an individual needed to have the ability to realistically appraise one’s self
to ascertain current competency levels and gaps in proficiencies. In Belinda’s example, she had
to realistically evaluate her capacity to adapt in order to identify gaps in knowledge, which she
demonstrated with each learning situation related to adaptation. My research study further
substantiates the need for learners to be able to realistically measure their proficiency levels for
learning to occur.
Like Belinda’s example above, participants in this study explicated details of previous
and current learning experience, which enabled me to identify what student employees learned
before and how their new experience built on their previous knowledge. One new aspect of my
research study, not found in previous research, was the specificity of participants’ learning: (1)
the aspect of a concept they knew previously; (2) the new learning experience; (3) how the new
situation served as a catalyst for learning; and (4) the different elements they gained from the
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experience. Other researchers in workplace learning (Collin, 2001; Fox et al., 2010; Williams,
2003) found that full-time employees built on their previous knowledge, but I found no other
research that demonstrated learning from prior experiences in the college student employment
research arena. This study makes a new contribution to the research within college student
employment by demonstrating that college student staff use the same learning processes as fulltime staff for building knowledge. It is evident that more research is needed to further affirm the
similarities or differences in learning processes between full-time and college student employees
to gain a deeper understanding of student staff learning.
Really got good at it. All participants in the study identified skills or abilities that they
“really got good at.” Participants in the study reported becoming more proficient by: (1) getting
to practice the skill or concept a lot; (2) experiencing different situations related to the skill; or
(3) interacting with different types of people. Although Delonte had no experience working with
customers prior to Campus Recreation, he said customer service was the skill he “honed in on”
because he had a lot of opportunities to interact with diverse customers with varying recreation
needs. Delonte determined the level of proficiency for this skill by indicating he felt “most
comfortable …just being the customer service friendly guy.” Melody “really got good at”
maintaining a positive work attitude, especially when she realized that she needed to mentor
coworkers on how to be happy at work and role-model positivism. She explained:
…so I’m learning to…just be happy, and…I’m trying to tell people, like, set a goal of
staying positive…and then hopefully you’ll become, like, your future.…but I’ve noticed
it from my coworkers…and it’s sad to hear complaining, but…I hope just by keeping
myself positive, they’ll maybe, I don’t know, what’s the word, attract to it and it will be
contagious where they all want to… stay positive too, ’cause you can just enjoy work,
even if you could…just be singing and sweeping. A lot of people will complain that, why
do you got to sweep, but you just sing and sweep, you know, have a good time, then work
will be so much [more]…fun.
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Elliot honed his capacity to be assertive and inserted himself into a variety of patron situations.
He explained:
…what other skills have I learned, and I guess just being a little more assertive, I’m kind
of quiet and I kind of keep to myself,…but I do love talking to people, I just don’t…I’m
just not the loudest one in the room, I guess you’d say.…and being here, sometimes you
have to be the loudest person in the facility, so,…yeah, I guess I also have learned how to
…just be more out there.
Knowing that participants in this study reported high proficiency levels for outcomes in
this theme, it is worthy of future investigation. One of the ways that researchers can study how
proficiencies are gained may be to: (1) explore how often student employees practice skills, (2)
determine when workers develop new understandings of work-related concepts, and (3) discover
how different experiences contribute to further strengthening their proficiencies.
Learned from scratch. All participants in the study identified skills or abilities that they
“learned from scratch,” which meant the competencies gained were new to them. Although these
skills, on the surface, may seem that they were not new skills, participants felt strongly that they
really didn’t know or have the capacity to perform these skills. To these research participants, the
skills in this category were “learned from scratch.” For example, Elliot learned how to “work on
my own and…still be productive” as the Facility Supervisor. Jack learned how to be the “face of
the business” by being a front-line staff member, which was new to him. He explained:
Just when people walk in, you’re the first interaction they have with your business and
you kind of, what you say to them and how you interact with them kind of gives that
image and that was something I was new to, because in my past jobs there had always
been a supervisor, someone who had met with people first or saw or talked to them and I
was just kind of the intermediate person.
I could not find previous research that explicitly identified new learning outcomes as a
result of college students’ extracurricular involvement or employment. Knowing how student

311
employment creates new skills or work concepts may help student affairs practitioners
understand how on-campus employment uniquely contributes to the university’s educational
mission.
Degree of proficiency. By delving into participants’ past and present experiences,
associations between what was learned in the past and present were identified. Also, it was more
evident that participants in this study measured the degree to which they became more proficient
with their skills. I found no other research studies in out-of-classroom learning, workplace
learning, or college student employment where the degree of learning was measured except in
out-of-classroom quantitative studies that measured increased academic success, academic
persistence, or increased cognitive function associated with student employment. I found no
others research studies that indicated that employees determined their level of proficiency by
assessing their past experiences, their current learning situation, and determining the level of
gaps in knowledge or capacities. When participants identified they “embellished” their skills
they reported no significant gains in proficiencies levels. However, when research participants
“really got good at it” skills, they reported high proficiency levels. Perhaps when participants
learned more about the skill or work related concept, they realized, at times, their level of
knowledge and expertise was lacking. More research is needed to gain a deeper understanding of
how student employees evaluate their proficiency levels, how they increase their proficiencies,
and whether their perspective of what it takes to become proficient in a skill or concept changes
over time.
Leadership. Research participants in the study contended that they developed their
leadership skills from working at Campus Recreation. Some researchers specifically identified
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that college students who participated in extracurricular activities developed their leadership
skills (Cress et al., 2001; Hall-Yannessa & Forrester, 2004; Kezar & Moriarty, 2000; Romano,
1996; Posner & Brodsky, 1993; Schuh & Laverty, 1983). However, I found no studies related to
workplace learning or college student employment that specifically focused on leadership
development and skills gained in leadership. The development of leadership skills may be
associated with learning work skills and concepts. However, researchers have not clearly defined
leadership in the workplace. In order to advance our understanding of leadership within the
college student employment setting we need to better define leadership and frame how
leadership skills are developed within this context.
Taught me I am a leader and can be a leader. One of the ways that participants in the
study reported learning about leadership was by being “taught me I am a leader and can be a
leader” Research participants in this study learned a variety of leadership concepts from their
interactions and observations of others in the workplace. This is consistent with Collin’s (2002)
and Ellinger’s (2005a, 2005b) research contending that learners play a central role in their
learning by observing people and symbols (Collin, 2002) and dialoguing with others (Collin,
2002). The quality of relationships between the employee and others makes a difference, which
was consistent with my research findings and supported in previous research (Billett, 2000;
Collin, 2002; Conway & Briner, 2002; Ellinger, 2005a, 2005b; Eraut, 2007; Fox et al., 2010;
Lankau & Scandura, 2002; and Rousseau, 1990).
Billett (2000), Eraut (2007), and Fox et al. (2010) asserted that guides or mentors can
positively influence learning in the workplace. Research participants of this study affirmed that
various Campus Recreation staff played a significant role in their learning: full-time supervisors,
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professional staff, graduate assistants, student supervisors, and coworkers. Consistent with
Ellinger (2005a, 2005b) and Fox et al. (2010), student employees in this study sought individuals
within and outside of Campus Recreation who supported or assisted them with learning skills or
work-related concepts. External to Campus Recreation, research participants identified faculty,
college student peers, college student leaders, and university personnel who assisted them in
their learning work-related concepts. Participants in this study shared that coaches,
extracurricular activity directors, employee’s supervisors, family members, friends, parents,
principals, and teachers played a role in their learning work-related skills or concepts prior to
Campus Recreation. When participants in the study shared past and present learning experiences
it became apparent that participants’ learning networks grew to include university community
members and that the roles that others played in the past became less influential to the present
learning. The development of learning networks among college student employment deserves
further investigation to help us understand how people within and external to the work
environment hinder and promote learning in the workplace.
Proven myself as a leader. The second way that student employees reported developing
their leadership skills was from the theme “proven myself as a leader.” As research participants
performed their jobs and interacted with others in the workplace they enhanced their capacities
as leaders in a variety of ways: (1) “leadership skills”; (2) “being able to communicate”; (3)
interpersonal skills; (4) developed their own supervisory approaches; (5) differentiated between
veteran and new staff; (6) deepened their understanding of leadership concepts. Learning by
carrying out job responsibilities was supported by workplace learning (Cheng & Alcantara,
2004) and college student employment research (Carr, 2005). “Leadership skills”; “being able to
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communicate”; and interpersonal skills themes will be discussed in the learned outcome section
below because they are associated with learning competencies.
Developed their own supervisory approaches. As a result of their Campus Recreation
work experience, participants in this study developed their own approach to supervising others. I
found no other research study that specifically identified research participants developing
methods of supervision, which is a key finding of this study. Student employees identified eight
areas related to effective supervision: (1) getting to know people; (2) supervisors’ skills; (3)
creating an environment of open communication; (4) delegation; (5) ways to ensure effective
staff job performance; (6) differentiating between veteran and new staff; (7) teaching methods;
and (8) leadership concepts.
Getting to know people. Participants in the study realized that an important aspect of
supervising others involved getting to know people by: being supportive; caring about others’
development; developing good rapport; developing relationships through casual conversations;
knowing staffs’ perceptions of themselves; learning how staff think; making staff feel like they
are part of a team; offering to assist; showing care and concern; and understanding what staff
care about.
Supervisors’ skills. Research participants acknowledged that supervisors need individual
skills for effective supervision by: adjusting supervision styles; answering questions;
appreciating staffs’ contributions; helping staff; initiating conversations; assisting when urgent
situations occur; discussing issues; knowing different personalities contribute to the complexity
of supervising others; infusing humor; knowing when staff need help; mediating conflict;
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sacrificing one’s own priorities for others; sharing self; and understanding that supervision can
be challenging.
Creating an open and comfortable environment. Student employees in the study realized
that creating an open and comfortable environment that encourages communication is necessary
for effective supervision by: conveying messages so that they are relatable to others; encouraging
individuals to share opinions and ideas; initiating conversations; informing people in advance;
listening; providing opportunities for others to ask questions; providing positive feedback;
seeking feedback; and updating staff of changes.
Delegation. Participants in the study acknowledged that delegation is easier when good
working relationships exist and there is a comfort level between staff. Research study
participants learned various aspects of delegation by: distributing tasks across the team to be
more effective and efficient; assessing person’s skill levels; assigning tasks appropriate to staffs’
abilities; assigning roles to each person within the group; and ensuring that each team member
fulfills their role.
Ways to ensure effective staff job performance. Student employees in the study developed
ways of ensuring staff performance by: (1) being firm when needed; (2) checking in with staff
regularly; (3) communicating organizational expectations; (4) conveying individual expectations;
(5) confronting staffs’ poor performance or policy infractions; (6) expressing gratitude; (7)
following up with staff to ensure they are performing their jobs; (8) not demeaning employees;
providing positive feedback; (9) providing staff autonomy; (10) reiterating and reinforcing
expectations or policies; (11) setting performance standards; (12) maintaining professionalism;
and (13) recognizing when staff struggled to perform their jobs.
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Differentiating between veteran and new staff. Participants in the study recognized the
differences between veteran and new staff. Student employees in this study learned elements
related to being a veteran employee: (1) gaining job knowledge is a prerequisite to performing
the task; (2) a certain level of skills are needed to fulfill job responsibilities; (3) supervisors are
more confident to delegate when staff have abilities to perform tasks; (4) tasks are completed
efficiently when staff possess knowledge and skills; (5) it’s more fun when staff know how to
complete tasks; (6) supervisors and veterans develop a mutual understanding; (7) veteran staff
know when to consult their supervisor; and (8) veterans need more autonomy. Research
participants identified that new staff: (1) lacked knowledge and skills, which made completing
tasks more challenging; (2) lacked confidence in their abilities; (3) required more instruction;
and (4) sought supervisors’ assistance more. Supervisors changed their approach with new staff
by focusing more on: (1) getting to know them; (2) encouraging staff to ask questions; (2)
informing staff when they did a good job; (3) investing more time with them; (4) sharing
themselves with new staff; and (5) thanking staff for their efforts.
Teaching methods. Student employees in the study developed teaching methods: (1)
explained the purpose of policies and procedures; (2) emphasized the need to contribute to
organizational goals; (3) infused humor; (4) identified gaps in knowledge or skills; (5) spoke
professionally; (6) used appropriate work terms; (7) sought feedback about teaching
effectiveness; (8) used non-blaming language; (9) conducted hands-on training; (10) critiqued
staff after they performed tasks; (12) identified which skills were needed; (13) allowed staff to
learn through trial and error; and (14) encouraged staff to ask questions.
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Increased understanding of leadership concepts. Participants in this study gained
pertinent leadership concepts: Participants in this study Staff gained pertinent leadership
concepts: (1) aesthetically pleasing facilities positively influence others; (2) effective teamwork
“enhances everything”; (3) exhibiting positive behaviors is contagious; (4) it is important to
leave a position in good order; (5) people can disappoint each other; (6) demonstrating
positivism can be a motivator; (7) possessing job-related knowledge is a prerequisite to teach; (8)
staff possess varying motivation levels for performing jobs; (9) staff possess varying motivation
levels to learn in the workplace; (10) when employees know and like their supervisors then they
may be more motivated to perform their job duties; (11) when employees enjoy their work they
are more productive, efficient, and work better as a team; (12) moved from an individualistic to
an organizational perspective; (13) many leaders exist within an organization; (14)
organizational structures provide an ordered arrangement of conducting business; (15) there is an
expectation that employees meet deadlines and follow directives; and (16) being an effective
leader is a lifelong pursuit.
Learned outcomes. Throughout the four themes associated with the primary research
question, it is evident that participants in the study developed skills and deepened their
understanding of work-related concepts. Previous researchers focusing on participation in
college student extracurricular activities (Cooper et al., 1994; Cress et al. 2001; Gellin, 2003;
Hall et al., 2008; Hall-Yannessa and Forrester, 2004; Kezar & Moriarty, 2000; Kuh, 1995;
Murphy, 2002; Pascarella et al., 1988; Posner & Brodsky, 1993; Romano, 1996; Schuh &
Laverty, 1983) and college student employment (Carr, 2005; Crook et al., 1984; Hobbs et al.,
2007; Ketchum-Ciftci, 2004; Pascarella et al., 1994, 1998; Robotham, 2009; Tam Oi I &
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Morrison, 2005; Winkler, 2009) found gains in skills or competencies as a result of research
participants’ engagement in activities. Competencies gained in this research study will be
summarized and findings associated with previous research studies will be identified. Research
participants identified individual skills (“developing my professional self”) and relational
competencies (“developing relationships”) gained from their work experiences and they will be
summarized accordingly. A summary of skills and competencies with associated relevant
research can be found in Appendix K.
Individual attributes. Participants in this study exhibited individual traits that influenced
their learning at Campus Recreation. This is consistent with Smith (2000), who contended that
individual learner aspects impact people’s learning in the workplace. Individual attributes found
in this study with associated previous research were: (1) accomplishes tasks (Eraut, 2007); (2)
assertiveness or outgoing (Hall et al., 2008; Romano, 1996; Schuh & Laverty, 1983); (3)
accurately assesses self (Collin, 2002; Hall-Yannessa & Forrester, 2004; Kuh, 1995; Murphy,
2002; van Woerkom, 2006); (4) approachable (Ellinger, 2005a); (5) assumes responsibilities –
new or additional (Clarke, 2005; Collin, 2002; Ellinger 2005a, 2005b); (6) attention to details
(Clarke, 2005; Collin, 2002; Smith, 2004; Sprogøe & Rohde, 2009); (7) attitudes (Bradley, 2006;
Crook et al., 1984; Ellinger, 2005b; Hobbs et al., 2007; Westbrook & Veal, 2001; Winkler,
2009); (8) communication (Carr, 2005; Hall et al., 2008; Kezar & Moriarty, 2000; Murphy,
2002; Robotham, 2009; Romano, 1996; Schuh & Laverty, 1983); (9) completion-oriented (Eraut,
2007); (10) commitment or effort (Billett, 2000; Fox et al., 2010); (11) creates action plans
(Cooper et al., 1994; Schuh & Laverty, 1983); (12) decision-making; (13) diversity (appreciation
of) (Hall-Yannessa & Forrester, 2004; Ketchum-Ciftci, 2004); (14) driven or motivated (Collin,
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2002; Romano, 1996); (15) emotional control (Ellinger, 2005b); (16) emotional flexibility
(Cress et al., 2001); (17) goal oriented (Cress et al., 2001; Hall et al., 2008); (18) how to be a
good colleague (Carr, 2005); (19) initiative (Collin, 2000; Ellinger, 2005b); (20) interpersonal
skills (Carr, 2005; Hall-Yannessa & Forrester, 2004; Hobb et al., 2007; Ketchum-Ciftci, 2004;
Kuh, 1995; Kulm & Cramer, 2006; Murphy, 2002; Robotham, 2009; Tam Oi I & Morrsion,
2005); (21) job knowledge (Ellinger, 2005a; Hobbs et al., 2007; Ketchum-Ciftci, 2004;
Robotham, 2009); (22) leading (Cress et al., 2001; Schuh & Laverty, 1983); (23) learns from
experiences (Collin, 2002); (24) learning on one’s own (Clarke, 2005); (25) learner oriented
(Smith, 1982); (26) makes an effort (Billett, 2000); (27) motivating others (Sprogøe & Rohde,
2009); (28) observant (Eraut, 2007); (29) open to constructive criticism (Billett, 2000; Ellinger;
2005b; Eraut, 2007); (30) organization (Schuh & Laverty, 1983); (31) people management
(Cress et al., 2001); (32) planning and preparation (Cooper et al., 1994, p. 100; Hall et al., 2008);
(33) problem-solving (Cress et al., 2001; Gellin, 2003; Hall et al., 2008; Kuh, 1995; Murphy,
2002; Schuh & Laverty, 1983); (34) prioritization (Carr, 2005); (35) professionalism (Clarke,
2006); (36) pursues opportunities (Eraut; Fox et al., 2010); (37) role model (Hall et al., 2008);
(38) self-confidence (Carr, 2005; Crook et al., 1984; Eraut, 2007; van Woerkom, 2006; Wolf,
1997); (39) self-improvement oriented or self-directed (Clark, 2005; Ellinger, 2005a, 2005b);
(40) separating personal and work life (Cooper et al., 1994; Hall-Yannessa & Forrester, 2004);
(41) supervision styles; varying (Schuh & Laverty, 1983); (42) teamwork (Carr, 2005; Schuh &
Laverty, 1983); (43) time management (Carr, 2005; Hobbs et al., 2007; Robotham, 2009; Tam
Oi I & Morrison, 2005); (44) working independently (Fox et al., 2010); (45) willing to change
(2005b); and (46) writing (Murphy, 2002).
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Participants in this study identified skills or new aspects of skills not found in other
research studies: (1) adaptability; (2) administrative skills; (3) comfortable with self; (4)
communicating issues to supervisors; (5) customer service; (6) defines role within the team; (7)
executes plans; (8) being the “face of the business” – being responsible or accountable; (9)
friendly; (10) ethical; (11) focused; (12) follows a chain of command; (13) fulfills job
responsibilities, regardless of others’ performance; (14) handles issues; (15) integrity – doing the
right thing; (16) knows when others need assistance; (17) learn quickly; (18) links goals to
organization; (19) manages chaos and incidents; (20) positive work attitudes; (21) possessing a
breadth of expertise; (22) presents ideas or concepts; (23) processes input; (24) redirects
disruptive behavior; (25) seeks assistance; (26) self-development within and outside of work
positively influences one’s work capacity; (27) stays away from employee gossip; (28) strives
for excellence; and (29) writing reports.
Although not specifically identified in previous studies as adaptability or managing
incidents, Cress et al. (2002) found that college students who participated in leadership programs
had more capabilities to handle “complexity, uncertainty, and ambiguity,” which illustrated
students' ability for intellectual flexibility (p. 22). These factors may be associated with the
ability to adapt to and manage the uncertainty and complexity of incidents in Campus
Recreation. Research participants gained competencies in their abilities to fulfill the
administrative tasks associated with program planning, implementation, and evaluation.
Participants’ job responsibilities may have contributed to their increased administrative,
customer service, and management capacities which may not have been a core function of
participants in other studies. Most participants in this study had not worked closely with
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supervisors in the way they did at Campus Recreation. This environmental change may have
contributed to their learning how to communicate issues to their supervisors and addressing
problems.
Participants in this study identified that they learned how to maintain a positive attitude,
regardless of the challenges presented in the workplace. This supports previous researchers who
found that attitudes (Bradley, 2006; Crook et al., 1984; Westbrook & Veal, 2001; Winkler, 2009)
and emotional aptitude (Ellinger, 2005b) are critical components of dealing with difficult
situation and learning. Research participants in this study add to these findings because they
talked about maintaining positivism regardless of challenges and demonstrated a strong desire to
role model being positive to others. Conversely, Hobbs et al. (2007) and Tam Oi I & Morrison
(2005) found that research participants viewed conflict as negatively impacting their jobs. This
study supports Murphy’s (2002) who identified increased writing skills as a learned outcome.
However, participants in this study specifically identified writing reports as a skill that they
developed from their Campus Recreation work experience which may be associated with the
report writing tasks they were assigned.
The attitudes that supervisors have regarding work conflict, their abilities to resolve
issues, and their capabilities to teach others how to work thorough demanding circumstances
may play a role in student employees’ perceptions and their skill development in this area. For
example, as Belinda realized that the Open Recreation Assistant Director was able to handle a
variety of issues she felt more comfortable discussing issues and solving problems with her
supervisor. Future research focusing on how employee and supervisor attitudes plays a role in
employee’s capacity to handle issues may provide a deeper understanding of the interrelatedness
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of these factors. Also, Hall et al. (2008), Murphy (2002), and Schuh and Laverty (1983) reported
educational gains in decision making as a result of students' leadership experience. In my study,
participants specifically did not identify decision making as a specified skill; however, the
capacity to make decisions was instrumental in research participants’ abilities to manage
incidents, prioritize, plan, and other skills.
New skills or new aspects of competencies found in this study may further expand our
understanding of the potential for learning and development within the on-campus student
employment experience. Further research is warranted to discern learned outcomes associated
with the on-campus employment experience. Identifying common competencies gained from the
student work experience may help universities differentiate learning between organizational
involvement and employment in a college setting.
Participants in this study identified some skills as learned outcomes whereas previous
researchers identified them as learning strategies: (1) assumes responsibilities (Clarke, 2005;
Collin, 2002; Ellinger, 2005 a, b); (2) commitment or effort (Billett, 2000; Fox et al., 2010); (3)
dealing with unanticipated situations (Cress et al, 2001; van Woerkom, 2006); (4) job knowledge
across other positions (Ellinger, 2005a); and (5) policy enforcement (Carr, 2005). One of the
challenges of analyzing learning is that process and product may be so intertwined that it
becomes difficult to separate and define them. Student employees and supervisors may have
different perspectives of whether these are learning outcomes or strategies. Research that further
defines learning processes and outcomes may prove to be a useful tool for future researchers to
better investigate learning.
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Relational aspects. By observing others, interacting with people, and carrying out their
job responsibilities, participants in the study developed skills that contribute to relating to others.
Consistent with this research study, Carr (2005) found student employees enhanced their
capacity to “work with others and be a good…teammate” (p. 163). Relational competencies with
associated previous research were identified: (1) assigns tasks to develop others (Ellinger, 2005b,
Eraut, 2007); (2) accessible (Ellinger, 2005b, Eraut, 2007); (3) approachable (Ellinger, 2005a);
(4) challenges staff (Ellinger, 2005b, Eraut, 2007); (5) creates an environment of open
communication where discussion is welcomed (Clarke, 2005); (6) instills confidence and
believes in staffs’ potential (Eraut, 2007); (7) continually communicates (Clarke, 2005); (8)
cultivates trust (Eraut, 2007); (9) delegates; (10) offers honest and constructive feedback (Fox et
al., 2010); (11) how to be a good colleague (Carr, 2005); (12) mentors and guides (Billett, 2000;
Collin, 200; Eraut, 2005b; Fox et al.; Lankau & Scandura, 2002); (13) motivates others (Sprogøe
& Rohde, 2009); (14) provides information (Clarke, 2005); (15) offers resources or tools
(Ellinger, 2005b); (16) reinforces staffs’ progress (Clarke, 2006); (17) serves as a resource
(Clarke, 2005; Ellinger, 2005b; Eraut, 2007); (18) responsive (Sprogøe & Rohde, 2009); (19)
supports others (Eraut, 2007); (20) teaches (Fox et al.); and (21) helps others (Ellinger, 2005a).
Affirming Ellinger (2005a), participants in this study discovered that leaders need to be
“approachable” when needing to discuss issues.
The findings of this study that were not specifically found in previous research were: (1)
able to adapt to different styles of interaction; (2) calms others; (3) cares about staff; (4)
courteous; (5) defines role within the team; (6) gets to know staff; (7) personable; (8) equitable;
(9) ensures others understand; (10) establishes good working relationships; (11) does not make
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others feel less than; (12) balances being flexible and demanding; (13) infuses humor; (14)
develops the reciprocity element of relationships; (15) relatable; and (16) self-sacrifice.
However, some of these findings can be attributed to the relational aspects found in the research
listed above. For instance, being supportive (Winkler, 2009) can also mean that the leader cares
about their staff.
Two key themes found in this study and other studies were participants’ development of
communication (Carr, 2005; Hall et al., 2008; Kezar & Moriarty, 2000; Murphy, 2002;
Robotham, 2009; Romano, 1996; Schuh & Laverty, 1983) and interpersonal skills (HallYannessa & Forrester, 2004; Kuh, 1995; Murphy, 2002). These two learned outcomes deserve
attention because participants in this study learned several elements of these two skill sets which
emphasizes the complexity of developing these skills.
“Being able to communicate”. Developing communication skills was an integral part of
the Campus Recreation work experience for research participants and other related research
studies: (Carr, 2005; Hall et al., 2008; Ketchum-Ciftci, 2004; Murphy, 2002; Robotham, 2009;
Schuh & Laverty, 1983). An important finding of this study is the variety of communication
elements that participants learned: (1) being firm; (2) the capacity to adjust communication
styles; (3) completely communicating thoughts; (4) communicating plans; (5) conveys
expectations in a non-authoritative or non-demeaning way; (6) conveying messages in a relatable
way; (7) encouraging face-to-face communication as a learning option; (8) encourages questions;
(9) explains reasoning; (10) infuses humor; (11) listens to staff; (12) does not take offense by
language differences; (13) seeks opinions; (14) speaks professionally; (15) translates department
needs to group; (16) uses illustrations to convey ideas; (17) understands language differences;
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(18) understands people react differently; and (19) writes professionally. These specific findings
help advance our understanding of the various aspects of communication that are learned within
the college student employment experience. Investigating the different elements of
communication learned within college student employment could be useful in conveying how
this contributes to preparing college students to enter the workforce and aid practitioners in
developing learning strategies to fully enhance various aspects of communication.
Interpersonal skills. Another key finding of this study is that research participants learned
various elements related to the development of interpersonal skills which contributed to their
capacities to build effective professional relationships in the workplace. Research participants
enhanced interpersonal skills also contributed to their capacity to effectively lead and supervise
others. The development of interpersonal skills is supported by previous collegiate
extracurricular and student employment research (Carr, 2005; Hobbs et al., 2007; KetchumCiftci, 2004; Kulm & Cramer, 2006; Robotham, 2009; Tam Oi I & Morrison, 2005).
Interpersonal skills identified in this study: (1) adapting to other personalities; (2) appreciating
others’ contributions; (3) encouraging others to share opinions and ideas; (4) establishing
reciprocal relationships; (5) getting to know others; (6) conveying a willingness to assist others;
(7) introducing self; (8) helping people get to know each other; (9) initiating conversations; (10)
knowing people react differently; (11) knowing people learn differently; (12) building good
working relationships; (13) separating friendships from work; (14) sharing self with others; and
(15) understanding that everyone has challenges. These specific findings help deepen our
understanding of the various aspects of interpersonal skills that are learned within the college
student employment experience. Gaining a deeper understanding of the different aspects of

326
interpersonal competencies learned within college student employment may assist practitioners
in designing strategies that fully promote learning the various elements of this skill set.
“They can trust me” – how to be a good employee to a supervisor. A key finding of this
study, not found in other related research, was that research participants learned how to work
with their respective supervisors. Participants in the study had a strong desire to help their
supervisors, to know that their supervisors depended on them and trusted them to fulfill their
roles and responsibilities. By working closely with their respective supervisors, participants in
the study learned to: ask their supervisors’ questions for clarification; assume responsibilities to
alleviate supervisor workload; be helpful to supervisors; be respectful and courteous; discern
appropriate times for being friendly with supervisors and needing to perform tasks; not be
intimated by their supervisors; openly receive criticism; develop reciprocal relationships with
their supervisors; be a good role model; seek advice from supervisors; and the supervisory style
they preferred to work with. Since universities are charged with preparing students to enter the
workforce, on-campus student employment can play a significant role in teaching students how
to be good employees. However, we need to know more about how the supervisor-to-employee
relationship teaches student employees how to work effectively with supervisors.
Discussion of Study Findings Related to Learning Strategies
Significant Themes
From participants’ stories, I identified four themes related to the methods that student
employees used to learn: (1) “Being prepared to learn”; (2) “Learn on my own”; (3) Campus

327
Recreation “Gives me that other set of skills”; and (4) “Have to be trained.” Each theme is
further differentiated and discussed below.
Being prepared to learn. Student employees in this research study identified six
individual aspects that helped them learn. Possessing individual learner aspects is supported in
the literature (Cheng & Alcantara, 2004; Clarke, 2005; Ellinger, 2005a, 2005b; Eraut, 2007;
Smith, 2000). Researchers contended that when employees possess skills (Clarke (2005);
Ellinger (2005a, 2005b), exhibit learning behaviors (Clarke (2005); Ellinger (2005a, 2005b), and
have confidence in their learning (Wolf, 1997) they increase their capacities to learn in the
workplace. Research participants in this study identified these skills they needed for learning,
and related research is highlighted: (1) “comfortable with learning” (Eraut, 2007); “want to
learn” (Cheng & Alcantara, 2004; Eraut, 2007; Smith, 2004; Westbrooke & Veale, 2001); (3)
“fast learner;” (4) “put myself out there;” (5) “take direction,” and (6) confidence in ability to
learn (Carr, 2005; Eraut, 2007; van Woerkom, 2006; Wolf, 1997).
Comfortable with learning. Three of the eight participants reported becoming more
comfortable with learning. For example, Thurman stated that he was more “comfortable with
being able to pick up new skills and things” as a result of his Campus Recreation work
experiences. Eraut (2007) contended that in order for nurses to learn they had to have a “good
trusting relationship” with people and feel comfortable enough to ask questions. This speaks to
the comfort level needed for participants to learn. The degree to which college student
employees feel comfortable with learning in the workplace needs further investigation. Research
related to this area could assist practitioners in understanding the elements in the workplace that
encourage employees to be comfortable with learning.
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Want to learn. Five of the eight participants contended that they had a desire to learn at
Campus Recreation, which positively influenced their capacity to learn. Delonte said he was
“hungry for success.” Thurman said, “You have to have that drive to want to learn because that’s
such a key component of this job.” This supports previous research which found that learners
have a desire to learn while working (Cheng & Alcantara, 2004; Eraut, 2007; Smith, 2004;
Westbrooke & Veale, 2001). Shernoff et al. (2003) added that when employees accomplish tasks
and become more proficient it increases their desire to pursue more challenging and complex
tasks. More research is needed in this area to understand ways in which workplace interactions
promote or hinder student employees’ desire to learn.
Fast learner. Two of the eight participants identified that being able to learn quickly was
critical to their work success because there was so many things to learn. Melody asserted that
“learning to pick up things quickly” was a necessity because there is a lot to learn. I did not find
any previous research that identified this as an individual capacity to learn. This is a new learner
characteristic that may need further investigation.
Put myself out there. Four of the eight participants contended that it takes individual
effort for learning to occur. For example, Thurman indicated learners need to have “that out-ofbox personality” and “go-getter attitude” to be able to learn. Melody went “out of [her] way with
helping people,” which helped her learn. Delonte took advantage of “every opportunity that [he]
had…and just ran with it.” Two previous studies affirmed that individual effort contributed to
employee learning (Billett, 2000; Fox et al., 2010). Billett (2000) contended that the learner must
exert a certain amount of effort in order for learning to occur. Billett (2000) and Fox et al. (2010)
found that there is a relational aspect to individual effort in the workplace. The guide or mentor
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has to put forth the effort in helping others learn (Billett, 2000) and there is a relationship
“between individual effort and workplace responsiveness” (Fox et al., p. 20). More research is
needed to understand how employees’ effort impacts learning and how employer responsiveness
plays a role in the learning.
Take direction. All participants shared that they learned because they were open to taking
direction from someone at Campus Recreation. For example, Jack learned how to “tak[e]…
criticism [and]…tak[e] advice.” It is important to note that Jack felt he could “reveal more of
[his] concerns” with “his peers” and preferred getting their opinions before consulting with
professional staff or graduate assistants. Also, Melody took direction from her Assistant Director
when she first started as a Facility Supervisor so that the Assistant Director could “tell [her]
things that [she]…really didn’t know about.” Taking direction was a learner capacity identified
in this study but not explicitly found in previous research, which is a new contribution to the
research of workplace learning. Two previous studies found that when learners seek feedback
from others they enhance their learning (van Woerkom, 2006; Wolf, 1997). Although this is
similar to the findings in this research study, one of the new aspects revealed was that at times,
student employees did not actively seek feedback, but instead were open to taking direction from
someone when it was given. More research is needed in this area to determine if there is a
difference between seeking feedback and taking direction because it will help practitioners better
understand how these individual elements influence learning.
Confidence in ability to learn. Six of the eight participants contended that confidence
played a critical role in their learning. Participants gained confidence in their abilities by carrying
out their job responsibilities, practicing skills, and gaining knowledge necessary to perform their
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duties. Another way that research participants gained confidence in their abilities was when they
were recognized by others for completing tasks, performing duties well, or making good
decisions. For example, Facility Supervisors encouraged Belinda to apply for the Facility
Supervision position. She said, “…they all told me…you’ve got to apply.” The importance of
self-confidence and the role it plays in enhancing self-esteem and learning has been identified in
previous research (Carr, 2005; Crook et al., 1984; Eraut, 2007; van Woerkom, 2006; Wolf,
1997). More research is needed in this area, especially within the college student employment
research area, because self-confidence may be a precursor to learning and practitioners need to
fully understand how self-confidence mediates learning.
Learn on my own. All participants in the study found ways of learning on their own
which is supported by previous research (Cheng & Alcantra, 2004; Clarke, 2005; Ellinger,
2005a, 2005b; Fox et al., 2010; Smith, 1982). Research participants identified eight strategies
related to “learning on my own” and related research is highlighted: (1) “by doing” (Carr, 2005);
(2) “goal sheets” (Cress et al., 2001; Hall et al., 2008; Sprogøe and Rohde’s, 2009); (3) “taking
initiative” (Collin, 2002; Ellinger, 2005a; Eraut, 2007; Fox et al., 2010); (4) “trial and error”
(Collins, 2002; van Woerkom, 2006); (5) “learn as you go” (Eraut, 2007; Marsick & Watkins,
2001); (6) “utilizing my resources” (Collin, 2002; Ellinger, 2005a, 2005b); (7) “it’s me seeing”
(Billett, 2000; Clarke, 2005; Collin, 2002; Ellinger, 2005a; Eraut, 2007); and (8) “now that I am
able to reflect” (Clarke, 2005; Daudelin, 1996; Ellinger, 2005b; Eraut, 2007; van Woerkom,
2006). Each strategy will be discussed and recommendations for future research identified.
By doing. All participants reported that they learned from carrying out their job duties
and fulfilling their roles at Campus Recreation, which is affirmed by previous research (Carr,
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2005; Cheng & Alcantara, 2004). For example, Belinda developed her own training techniques
as a result of teaching new staff. Also, Belinda learned to “multi-task” by helping to close the
facility in the evening because there were multiple tasks that required completion around the
same time period. Belinda acknowledged that “once you pick up the skills, you kind of learn how
to do things really efficiently.” More research is needed in this area to determine what student
employees learn by performing their daily jobs and how different jobs contribute to specific
learning outcomes, which will be useful for practitioners so that they can develop work
responsibilities that achieve specified learning goals.
Goal sheets. Campus Recreation student employees were required to set goals, create an
action plan, and track their progress. Seven of the eight participants reported learning something
from this exercise. For example, Charles realized that when he set goals in the workplace he
made more of an effort to achieve something at work. Also, Belinda learned to “keep the goal in
mind” and to “never think that you are done” improving. Previous research affirmed that when
employees set goals in the workplace they learned (Cress et al., 2001; Hall et al., 2008; Sprogøe
and Rohde, 2009). Sprogøe & Rohde (2009) used this learning strategy as part of the induction
process with new staff. More research is needed to fully understand how goal setting, tracking
progress, and achieving goals helps college students develop learning and project management
skills so that practitioners can effectively use this as a tool for learning.
Take initiative. All participants took initiative in their learning at Campus Recreation in a
variety of ways. Researchers from previous studies found that employees took the initiative to
learn by seeking learning opportunities (Eraut, 2007; Fox et al., 2010) and initiating and
executing skills (Collin, 2000; Ellinger, 2005b). In this study, Belinda took the initiative to learn

332
on her own so that she wasn’t “clueless when it…matters.” Charles asked if he could assist with
new staff orientation meetings because he wanted to learn from the Assistant Director, who
showed him “great way[s] to express…thoughts in positive and informative way[s].” Jack took
the initiative to read the mountain bike repair manual to learn how to repair bikes. Investigators
need to continue to identify ways that college student employees take initiative in their learning
to fully understand how to teach others to maximize their learning.
Trial and error. Six of the eight student employees in this study acknowledged that they
learned through a trial and error process. Research supported that learners need to learn from
their mistakes in order for learning to occur (Clarke, 2005; Collin, 2002, Daudelin, 1996; Eraut,
2007; van Woerkom, 2006). One of the key aspects discovered from this research study was that
some student employees were more comfortable with making mistakes. For example, Thurman
said, “It’s easier to learn from a mistake than it is to learn by doing something correct 400
times.” One of the key findings of this study was that some workplace concepts or skills were too
large to teach. In other words, learning these skills or concepts, such as interpersonal skills,
required the learner to interact with other people and immerse themselves in the work
environment. For example, Delonte explained:
…sometimes I think its trial and error. Sometimes you come in and you know you really
have to be in the field to understand and get a grasp on people. A people person is a
people person because they’ve socialized and they’ve worked in customer service or
they’ve, you know, had to speak with tons of different people, so I would definitely say,
trial and error, getting in there and being involved with it….
Another important aspect of learning through trial and error was that it alleviated some of
the pressure for student employees to make perfect decisions all the time. Elliot explained:
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I don’t really get fazed or stressed out too much when things are going on, I just kind of go with
the flow and try to do the best I can …I’ve been here a while so I feel pretty comfortable with
any decision I make.…if I do make the wrong decision…you know, I’ll go ask for advice and
see how I can do it better next time.
Collin (2002) found there were two elements critical to experimenting with learning
concepts in the workplace: (1) having the courage to take risks and (2) assuming ownership of
these mistakes. It was evident that six of the eight research participants were comfortable with
taking risks by making mistakes. Elliot assumed ownership of his mistakes by being able to
admit his mistakes to others and seek advice on how to improve. He stated, “…if I do make the
wrong decision…you know, I’ll go ask for advice and see how I can do it better next time. I’m
always up to learn new things….” Collin (2002) found that often emotions are associated with
the impetus to make change and learn. Emotion serving as a catalyst for learning was supported
in this research study by Charles’s learning example. During a tornado warning Charles used the
wrong language, which caused some patrons to panic. After the event occurred Charles realized
he “messed everything up” so he sought input from a fellow Facility Supervisor, who gave him
advice on how to change his language to make it more appropriate for an emergency. All
participants who talked about learning from their mistakes used reflection as a way to identify
their errors, which is supported by previous research (Daudelin, 1996; van Woerkom, 2006).
Three components related to learning through trial and error were identified and
supported by previous research: (1) being comfortable with making mistakes (Collin, 2002); (2)
taking ownership for mistakes (Collin, 2002); (3) critical reflection (Daudelin, 1996; van
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Woerkom, 2006); and accurate self-appraisal (Eraut, 2007). The relationship between comfort
levels, ownership, reflection, and self-appraisal needs further investigation.
Learn as you go. Two of the eight participants described the learning strategy “learn as
you go” as a method to learn. Previous researchers focusing on informal learning support this
learning method (Eraut, 2007; Marsick & Watkins, 2001). Typically, participants in this study
used this method when it took longer to fully grasp the skill or concept. For example, when
Belinda needed to learn how to use the cash register she said she could not “take it all in at once”
because it required more than one learning episode to fully comprehend all the procedures. Also,
Charles learned how to effectively manage incidents and complete the Incident Report by
learning different techniques each time he handled these situations. Measuring informal learning
is difficult because there are tacit elements to learning this way (Marsick & Watkins, 2001).
More research focused on informal learning may reveal how and what learning occurs within oncampus student employment, which would assist practitioners in structuring the informal
learning environment to optimize learning.
Utilizing my resources. All participants utilized a variety of resources to assist them in
their learning process: employee checklists (Belinda, Charles), online staff intranet site (Belinda,
Charles, Delonte, Elliot), employee manuals (Charles, Elliot, Melody, Steven), employee forms
(Charles), employee guides (Charles), driving and hiking maps (Jack), books (Jack, Steven,
Thurman), and internet (Charles, Delonte, Elliot, Melody, Steven). Jack admitted not using the
resources of the park service to call ahead and get a status on weather and trail conditions and
indicated that not calling them was a mistake. Previous research affirmed that when employees
utilize their resources (Collin, 2002; Ellinger, 2005a, 2005b, Eraut, 2007) to their fullest capacity
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(Ellinger, 2005a) it optimizes learning. Researchers identified that employees used these
resources to learn in the workplace: computers (Ellinger, 2005b), software, (Ellinger, 2005b;
Eraut, 2007), computer help sections (Ellinger, 2005b), the internet (Ellinger, 2005b; Eraut,
2007), telephone, (Ellinger, 2005b; Eraut, 2007), books (Ellinger, 2005b), files (Eraut, 2007),
specifications (Eraut, 2007), drawings (Eraut, 2007), notes shared with the next shift worker
(Eraut, 2007), and funds to support learning (Ellinger, 2005b).
Participants in this study seemed to know the resources available to them at Campus
Recreation and felt comfortable using these aides for gaining job knowledge and learning. It
appeared that Campus Recreation offered diverse resources to be used as job tools. This supports
previous researchers, who contended that availability and diversity of resources promoted
learning (Ellinger; 2005b; Eraut, 2007). It is important to note that some student employees in
the study preferred using employee and procedural manuals as a reference to find specific
information and not when they needed to be trained. More research is needed to determine the
most effective methods of delivering information and teaching job knowledge and workplace
concepts so that practitioners can more effectively design learning in the workplace.
It’s me seeing. Seven of eight participants in this study indicated that they learned from
observing others. Previous research studies supported observations as a learning method in the
workplace (Billett, 2000; Clarke, 2005; Collin, 2002; Ellinger, 2005a; Eraut, 2007). In this study,
Thurman observed people while on the job, which exposed him to “different people [and]
hear[ing] about different things.” Steven learned to pick up on people’s moods so that he could
help them when they needed it. Melody learned how to stay “calm…[by[ repeat[ing the
policy]…and explaining” when she watched a Facility Supervisor handle an angry patron.
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Participants in the study found that by observing leaders’ behaviors in the workplace, they
learned how to behave, which was consistent with Billett’s (2000) findings. Charles observed the
Assistant Director during new staff orientation meetings, which helped him learn how to present
information in an organized and concise way. Ellinger (2005a) found that when employees
observed others during staff meetings they learned, which was supported by the findings in this
study. More research is needed to understand what student employees learn when they observe
others in the workplace and how they discern whether the behavior is a good or bad trait.
Now that I am able to reflect. All participants completed six journal reflections which
helped them recall learning situations. Four student employees in the study specifically identified
reflection as a method for learning at Campus Recreation. For example, Delonte recognized that
the surveys that the department required after staff retreats and at the end of each semester
helped him to “notice the growth” in himself. Thurman regularly practiced reflecting after each
adventure trip, as he was required to write a trip report which included:
…any problems…and saying what you could have done better, a lot of just personal
reflection and then …typing up the trip reports…the trip evaluations…from each of the
trip participants…and seeing…what people said about it and how you can improve…on
what you’ve done for the next trip….
Previous researchers identified reflection (Clarke, 2005; Daudelin, 1996; Ellinger, 2005b,
Eraut, 2007) and realistic self-appraisal (Collin, 2002; van Woerkom, 2006) as critical elements
of the learning process. Daudelin (1996) contended that an employee’s capacity to reflect on the
situation and identify needs (Fox et al., 2010) is an essential element of the reflection process.
More research is needed to understand how critical reflection can be used as a useful learning
tool for college student employee learning.
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Campus Recreation gives me that other set of skills. Participants in the study identified
ten environmental elements in the workplace that positively influenced their learning which were
supported by previous research: (1) “surrounded by people who have experienced success”
(Billett, 2000; Clarke, 2005; Collin, 2002; Daudeline, 1996; Ellinger, 2005b; Eraut, 2007; Fox et
al., 2010; Lankura & Scandura, 2002); (2) “comfortable asking questions” (Ellinger, 2005b,
Eraut, 2007); (3) “constant reinforcement” (Ellinger, 2005a); (4) “different” (Clarke, 2005;
Collin, 2002; Ellinger, 2005a, 2005b; Eraut, 2007; Westbrook & Veale, 2001); (5) “not told what
to do” (Clarke, 2005; Marchese & Ryan, 2001; van Ruysseveldt & van Dijke, 2011; van
Woerkom, 2006); (6) “opportunity for growth” (Clarke, 2005; Collin, 2002; Ellinger, 2005a,
2005b; Holton, 2001; van Ruysseveldt & van Dijke, 2011); (7) “really welcoming” (Fox et al.,
2010; Hobbs et al. 2007; Sprogøe and Rohde, 2009); (8) “the most challenging” (Clarke, 2005;
Eraut, 2007; Wolf, 1997); (9) “trusted me enough” (Eraut, 2007); and (10) unanticipated
circumstances (Marsick & Watkins, 1990). Each strategy will be discussed and
recommendations for future research identified.
Surrounded by people who have experienced success. Participants in the study identified
people at Campus Recreation who they considered to be successful in the workplace. These
people helped them throughout their learning process: (1) professional staff; (2) graduate
assistants; and (3) student employees. Previous researchers indicated that making available
mentors or guides helped facilitate employee learning (Billett, 2000; Clarke, 2005; Collin, 2002;
Daudelin, 1996; Ellinger, 2005b; Eraut, 2007; Fox et al., 2010; Lankura & Scandura, 2002).
Participants in the study reported that they had consistent access to professional and student staff
who helped them learn. There seemed to be a mutual effort by both parties in the learning
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process, which is supported by Billett (2000). For example, Belinda and her supervisor had “a
really good relationship” and she felt close enough to “tell her any problems” because her
supervisor “handle[d] it well.” By developing a close and trusting relationship with her
supervisor, Belinda learned how to address concerns that arose in the workplace. Charles
identified his supervisor as being successful in her career and acknowledged that she really
helped him “develop into a great person.” Delonte said, “I’m surrounded by people who’ve
experienced successes in their life and I just want to learn from them.” He added, “I work with
professional staff that are already in their careers, I’ve learned from them.” Billett (2000)
provides a number of recommendations for more effective mentoring. I found no college student
employment research related to mentors and guides within the workplace. Clearly, more research
is needed to gain a deeper understanding of the mentor and student employee relationship and
factors that positively and negatively influence learning.
Comfortable asking questions. Participants in the study felt comfortable asking their
supervisors and staff questions, which is supported in previous research as a learning factor
(Ellinger, 2005 b, Eraut, 2007). For example, Melody said she had “a good relationship [with her
supervisor] because she’s also approachable…if [she] ever [had] a question…” Steven felt that
all the staff he knew were “helpful and courteous.” Charles felt like he could go to his supervisor
“about anything.” Eraut (2007) found that employees were more inclined to ask questions if staff
members encouraged them to ask questions and they had developed a supportive and trusting
relationship. Participants in this research study had the same type of relationship described by
Eraut (2007). Student employees in this study identified their own “close advisors” within
Campus Recreation and they sought different staff for different reasons. For example, Jack felt
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more comfortable asking his peers questions before consulting professional staff. Jack said, “I
feel like with my peers [I] can reveal more of [my] concerns.” Although previous research
identified the importance of establishing an open environment that encourages questioning, it is
important to note within a college employment environment that peer-to-peer interactions may
be a significant resource for student employee learning. Clearly, more research is needed to
investigate the differences between the types of staff who work within the department and how
they are utilized as a resource.
Constant reinforcement. Campus Recreation staff gave positive feedback and recognition
to research participants which reinforced their progress in learning, which is consistent with
previous research (Ellinger, 2005a). For example, Delonte’s supervisor conveyed how proud she
was of him for doing such a good job at Campus Recreation. Melody’s Facility Supervisor
reported that Melody helped out staff and this became a part of Melody’s performance
evaluation. Melody was appreciative of being recognized for her efforts.
Different. Student employees in the study identified that the diverse work environment
contributed to their learning, which was consistent with previous research (Clarke, 2005; Collin,
2002; Ellinger, 2005a, 2005b; Eraut, 2007; Westbrook & Veale, 2001). The Campus Recreation
work environment provided diversity of staff, patrons, and programs. For example, Belinda
learned how “to be really receptive of...other people’s styles of interaction” because of her
diverse interactions with others. Charles acknowledged the work environment was “changing
constantly” and the large number of diverse individuals in various programs contributed to his
learning. Charles explained, “So if you’ve never met a certain type of person before, you might
meet them at Campus Recreation and just be ready to deal with it…” Elliot admitted that he had
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not interacted much with women prior to Campus Recreation and learned how to develop
relationships with them from his work experiences at Campus Recreation. More research is
needed to understand how the diversity of experiences contributes to employee learning so that
practitioners can optimize those opportunities.
Not told what to do. Participants in the study were given the opportunity to direct their
work, make decisions, and solve problems which contributed to their learning and development,
which was consistent with previous research studies (Clarke, 2005; Marchese & Ryan, 2001; van
Ruysseveldt & van Dijke, 2011; van Woerkom, 2006). For example, Steven explained that “this
is a supervisory job, not…one where you’re pretty much told what to do all the time; it’s where
you have to be creative and figure out solutions to problems.” Previous research identified that
the level of autonomy given to the employee impacts the learning process (van Ruysseveldt &
van Dijke, 2011) and commitment to the organization (Marchese and Ryan, 2001). More
research is needed to determine the level of autonomy that maximizes learning in the college
student employment environment so that practitioners can allocate responsibilities that influence
learning. Also, snderstanding the relationship between autonomy, learning and commitment
warrants further investigation.
Opportunity for growth. Participants in the study were provided opportunities to take on
more responsibilities as they developed their skills. Some student employees were promoted into
positions with more responsibilities and authority to make decisions. Some participants worked
in two or more program areas which provided diverse opportunities and contributed to their
growth. Other researchers found that by providing learning opportunities to employees it
contributed to their learning (Clarke, 2005; Collin, 2002; Ellinger, 2005a, 2005b; Holton, 2001;
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van Ruysseveldt & van Dijke, 2011). Sprogøe and Rohde (2009) found that tasks need to be
assigned in a progressive manner, starting with simple and moving to more complex and
challenging activities to build competencies and confidence. Consistent with Sprogøe and
Rohde’s (2009) research findings, participants started working at Campus Recreation in more
simple jobs and were promoted when they demonstrated evidence of certain skill or competency
levels. More research is needed to investigate the Campus Recreation work structure and
determine effective ways of designing work so that college students have ample opportunities for
growth in the workplace.
Really welcoming. Research participants in this study identified that the work
environment was welcoming, comfortable, and staff were supportive, courteous, friendly, and
helpful, which aided in participants’ learning. Participants felt like there were different people
they could talk to and go to for advice. For example, Belinda said, “I never feel out of place
here….everyone is really welcoming.” Delonte stated, “Everyone is easy to talk to…you might
talk [about] one situation with one professional staff member that you can’t talk [about] with
someone else. But there’s always someone that you can talk to.” Previous researchers found that
creating a comfortable and open environment was a factor influencing employee learning (Fox et
al., 2010; Hobbs et al. 2007; Sprogøe & Rohde).
The most challenging. When participants in the study were presented challenges and
overcame them, they learned and enhanced their skills. Delonte learned how to handle stressful
situations when there were “multiple special events at a time.” Delonte learned to prioritize a list
and delegate and felt relieved when he is able to address the situation. He explained:
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…write out everything that needs to be done that way if I can allot...certain duties to certain
people that can handle this and basically rely...on teamwork to get it done, then…I find
myself a little bit more relieved once I get to the bottom of the situation.
Previous research affirmed that challenges presented in the workplace and assuming new
responsibilities helped employees learn (Clarke, 2005; Collin, 2002; Ellinger, 2005a, 2005b;
Eraut, 2007; Wolf, 1997). Wolf (1997) added that the number of challenges employees
experience in the workplace influenced their capacity to problem-solve (Wolf, 1997). Eraut
(2007) contended that challenges need to be appropriate for the individual’s current abilities.
Research participants in this study reported that at times when they were challenged they were
uncertain if they could work through the challenge. However, after they overcame challenges,
research participants became more confident in their capacity to solve problems, which was
consistent with Eraut’s (2007) findings. It is still unclear how the balance between support and
challenge plays a role in college student employment learning in the workplace. Discerning how
practitioners can balance challenge and support may promote learning within the college student
employment experience.
Trusted me enough. Participants in the study indicated that when they were trusted to do
their job, they felt more capable of carrying out their responsibilities. For example, Charles felt
that the Associate Director had confidence in his abilities to perform the task, which reinforced
and confirmed that Charles was carrying out tasks effectively. He explained:
He’s confident that I will take care of it and it’s great to know that because that makes me
feel that I am doing my job correctly, that I’m doing it effectively and I’m doing it in a
way that someone sees it and recognizes it and thanks me for it and for future things,
knows that it can be taken care of.
Previous researchers found that trusting relationships were a significant element of the learning
process (Eraut, 2007). For example, only when nurses felt that they had a “good trusting
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relationship” with the person did they feel comfortable enough to pose questions (Eraut, 2007). It
is important to note that Eraut (2007) found that confidence is related to two different elements:
(1) the sense that the employee had the capacity to complete the task and (2) the “support and
trust” conveyed from co-workers about the employee’s abilities (Eraut, p. 417). More research is
needed so that practitioners have a deeper understanding of how trust in employees, belief in
employees’ abilities, and student staff self-confidence plays a role in learning.
Unanticipated circumstances. By dealing with unanticipated events participants in the
study solved problems and made decisions on their own which helped them learn. For example,
Charles mediated a conflict between the Dodgeball group and a Graduate Assistant who was
conducting a meeting in the adjacent room. Charles had not anticipated that there would be a
problem between the two groups. When a conflict ensued, Charles had to solve the problem.
Marsick and Watkins (1990) found that learning occurs within the natural setting of the
workplace where unplanned activities or consequences of a situation present learning situations.
This supports the findings of this study. A research study that just focuses on how unplanned
events contribute to learning would assist practitioners in gaining a deeper understanding of how
these learning episodes influence learning in the college student employment environment.
Have to be trained. Student employees in the study acknowledged that training influenced
their learning and development. Participants in the study demonstrated that training reinforced
workplace concepts or skill development. Thurman explained:
…working here at Campus Rec it’s been a heavy focus on developing those skills, so
rather than…just being lessons learned in the past because of experience, I’m now also
getting instruction on top of that that are only helping to reinforce and make those skills
better.
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Research participants identified six training methods that impacted their learning, and relevant
research was identified: (1) “helped me” (Billett, 2000; Collin, 2002; Eraut, 2007; Fox et al.,
2010; Lankau & Scandura, 2002); (2) “leadership seminars” (Clarke, 2005; Ellinger, 2005a); (3)
online instruction (Ellinger, 2005b; Eraut, 2007); (4) “scenario training”; (5) “shadowing”; and
(6) other training. These will be discussed with the context of previous scholarly work.
Helped me. More experienced student staff helped research participants learn by
providing in-depth hands-on training. As a result of hands-on training, experienced student
employees taught participants “the ropes,” set performance standards, gave tips on techniques,
described details, and demonstrated procedures. Previous research affirmed that people with
experience or knowledge can assist new employees in their learning (Billet, 2000; Collin, 2001,
Eraut, 2007; Fox et al., 2010; Lankau & Scandura, 2002). Student employees in this study
learned when student staff “modeled behaviors,” which is consistent with Billet’s (2000)
findings. Lankau and Scandura (2002) found that mentor role modeling was the only learning
strategy that increased mentees’ skills and may influence the social elements associated with
learning new skills. Student employees in this research study contended that when peers trained
them they set performance standards. This is consistent with Ellinger (2005b), who found that
guides help convey the significance of a project or task.
Similar to Billett’s (2000), Eraut’s (2007), and Lankau and Scandura’s (2002) research,
not all veteran staff in this study were effective teachers nor did they exhibit an interest in
teaching. Student staff who trained student employees in this study were not clearly defined,
which seemed to cause some confusion among research participants. Billett (2000) found that
both mentors and mentees can learn and develop from the experience. Mentors benefitted by
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emphasizing the need for formalized learning activities, provided “an opportunity to reflect on
practice,” and offered a venue for working with and helping employees (Billett, 2000, p. 281).
Mentors in Billett’s (2000) study made suggestions to improve the mentor/mentee program: (1)
prepare mentors better for their role; (2) develop a monitor system to assess and address issues
along the way; (3) create opportunities for assessing mentor’s teaching effectiveness; (4) ensure
close physical proximity between mentor and mentee; (5) determine optimal timing for the
program related to teams’ cycle of work; (6) increase mentor capacity to use and change learning
strategies easily; (7) create a checklist to guide activities; and (8) integrate responsibilities into
job description. In this research study, Belinda contended that student staff receiving training
needed to demonstrate that they actually learned the task or concept before checking it off the
list. Although there is evidence from this research study and others that peer-to-peer teaching can
be an effective method for learning skills, understanding the significance of performing tasks,
and gaining perspective of the relational elements of skills, more research is needed to examine
how guided learning can be an effective method for teaching college student employees skills
and work-related concepts for both the mentee and mentor.
Leadership seminars. Research participants found that leadership seminars were useful in
two ways: (1) they reinforced concepts of professionalism and (2) there were opportunities to
discuss leadership with more experienced professional and student staff. Thurman contended
they really gave him “concrete lessons” and helped him bridge what he is learning now to his
future career. Training topics such as professionalism helped to convey its significance and
priority within the organization. It seemed department training reinforced a learning culture,
which was consistent with Ellinger’s (2005a) findings. It was not clear whether formal training
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in the study promoted informal learning in the workplace, which was identified by Ellinger
(2005a). Clarke (2005) indicated that formal training indirectly influences learning in the
workplace. It was not apparent whether the training offered by Campus Recreation had a direct
or indirect influence on participants’ learning. More research is needed to determine the direct
and indirect effects of training.
Online instruction. Participants in the study stated that the online learning module on
“presenting a professional image” was a useful learning tool that reinforced the importance of
student staff developing their “professional” selves (Delonte). Melody said she learned how to
present a professional image by learning “the way you talk, or the way you carry yourself”. In
this study, providing online instruction added another learning method which was consistent with
Ellinger (2005b) and Eraut (2007), who indicated that the availability of diverse training
resources positively influenced learning. More research is needed to understand how the variety
of training resources contributes to learning in the workplace and the barriers that may detract
from learning.
Scenario training. Emergency response training and hands-on scenario training during
first aid instruction and staff meetings were useful training methods for student employees in this
research study because they allowed research participants to experience a mock situation and
practice their skills. Participants seemed to remember these training sessions and they felt it
helped prepare them for a real situation and instilled confidence in their abilities to perform
skills. However, Elliot admitted that until he had to respond to a patron who passed out, he did
not understand the significance of paying attention during these types of trainings. He
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recommended that future employees really focus and learn emergency response procedures
during their trainings.
Scenario training was specifically found in previous workplace learning research.
However, upon review of Sprogøe and Rohde’s (2009) research on induction training practices
of novices, I found four factors that influenced the value and outcomes of the training: (1)
repetition of activities; (2) veteran staff mirroring the training experience for new employees; (3)
structured activities and goals to ensure consistencies in training; (4) artifacts and history
reinforcing these messages. Campus Recreation conducted regular scenario training throughout
the year; veteran staff helped to demonstrate procedures during training; goals were developed
and training was structured to meet specific outcomes; and there was a history of these types of
trainings within the organization. This affirmed Sprogøe and Rohde’s (2009) study findings.
Although this may be an effective learning method in the workplace, more research is needed to
examine how student employees realize the significance of training.
Shadowing. Shadowing was an effective training tool for research participants; however,
it was only useful when the trainer was invested and engaged in the process and had appropriate
knowledge to teach. Belinda emphasized that the trainer was her “main resource” and she was
“careful choosing” her trainer because she wanted be sure the trainer “knew what [he] was
doing.” After watching others shadow different staff members Belinda recommended that
shadowing be done “differently” by “making sure the person you shadow…they’ve been there
for…at least a year.” Belinda recommended: (1) that the staff require the trainee to demonstrate
the task before verifying completion on the training checklist and (2) ensure that the trainer is
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willing to teach. Consistent with research, a checklist should be created during guided learning
(Billett, 2000).
Also, Billett (2000) contended that both trainee and trainer need to be invested in the
learning process. Billett (2000) and Belinda both recommended that there needs to be a way to
assess the trainee’s knowledge and measure teaching effectiveness. In my research study, Elliot
acknowledged that one of the Facility Supervisors he chose to help him learn, gave him the
“skim off the top type of answer[s]” which he felt was not helpful. This aligns with the research
stating that the guide, teacher, or mentor has to have the skills and be invested in teaching and
helping others learn (Billett, 2000). As discussed in the “helped me” theme, Billett (2000)
recommended ways to structure guided learning so that it is more effective. An examination of
guided learning process within the college student employment environment may offer further
insights to methods that hinder and promote learning in this workplace setting.
Other training. There were various other types of training and methods that helped
research participants learn: (1) first responder training; (2) department staff retreat; (3) weekly
staff meetings and mini-workshop; and (4) different teachers. As mentioned above, diverse
training activities (Ellinger, 2005b) that are structured and have goals (Sprogøe and Rohde,
2009) can positively influence employee learning. Research studies that focus specifically on
training methods may help practitioners gain a deeper understanding of the effectiveness of these
learning strategies.
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Discussion of Study Findings Related to Perceptions of Work
Significant Themes
The next research sub-question was: How do student employees’ perceptions of work
change over time? I identified four themes that respond to this research question: (1) “see
yourself for what you can do”; (2) “work I like and don’t like”; (3) “developing your
professional self”; and (4) “create a path for myself.” I will present each theme below and
discuss how the themes relates to previous research, identify new findings, determine
contradictions, and make recommendations for future research.
See yourself for what you can do. Researchers found that the work environment such as
organizational norms, values, attitudes, symbols, and physical characteristics influences
individual and organizational learning effectiveness (Bierema, 2002; Bolman & Deal, 2003;
Choo, 2006; Clarke, 2005; Ellinger, 2005a, 2005b). Using Seidman’s (2006) three-phase
interview process research participants discussed, at length, their past experiences as it related to
learning and work. By listening to research participants’ stories it was evident that their values
were shaped by their families, mentors, and friends prior to Campus Recreation. They brought
these values to Campus Recreation and the workplace seemed to strengthen their values.
Participants in the study revealed that their values to work hard, be dependable, the importance
of working through challenges, to do the things the right way, to be disciplined, dedicated,
committed, strong, responsible, respectful, have integrity, strive for excellence, be humble,
driven, loyal, and to fight for things were values they brought to Campus Recreation. Their
values were tested as they carried out the responsibilities of their positions and worked through
challenges. I could not find any other research study that identified research participants’ values
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about work and learning and that were shaped prior to their employment. Further research
exploring how values are shaped prior to the work experience and how values are further
strengthened within the college student employment environment will help practitioners gain a
deeper understanding of how values shape student employees’ perspectives.
Work I like and don’t like. Previous experiences and Campus Recreation employment
shaped four research participants’ views regarding the type of work they prefer. As they explored
how the Campus Recreation work environment matched their personalities and interests in
different ways, those discoveries guided their career choices. Experiences prior to Campus
Recreation shaped their views of the type of work that interested them. For example, when
Delonte worked in the university dining hall for a few months he realized quickly that he did not
want to pursue a career in the restaurant industry. When Elliot work at the corn pollination
research center he realized that he did not want to be a laborer. Then when Elliot worked in
clothing retail he discovered he did not like working with clothing or selling things. Working at a
cash register in a bookstore for a few months, Charles realized he could not sit in one place for
hours and needed a more active work environment. Jack’s mom exposed him to the outdoors at a
young age where he grew an appreciation for nature and being active outside.
The Campus Recreation work experience helped four student employees in this study
affirm their work preferences. Delonte discovered that the diverse recreation work environment
further strengthened his preference to work with people, which supported his public health career
choice which will require him to be able to work with people. Elliot’s interest in sports and
dream of owning a sports facility one day was reinforced at Campus Recreation. Elliot realized
he really like working with people and managing facilities. Elliot preferred the random nature of
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the work environment that allowed him to direct and prioritize his work. Elliot welcomed the
unanticipated situations that arose and felt challenged to handle them. At Campus Recreation,
Charles discovered that he liked working in an environment that was a combination of physical
tasks, administrative duties, and interacting with people. His recreation work experience
reinforced his geology career choice which will allow him to combine his interest in being
active, project management, and working with people. Jack’s Preservation Wildlife college
committee experience and his role in Campus Recreation as an Outdoor Adventures Trip Leader
reinforced his preference to work outdoors and pursue a career with the National Forest Service.
When reviewing the literature related to part-time paraprofessionals, it is evident that
part-time employees use their frame of reference (Rotchford & Roberts, 1982) to assess their
work situation (Eberhardt & Moser, 1995). This was affirmed in my study. As student employees
in the study made connections between the similarities of work preferences to their career
choices they found value in their campus recreation work experience which was consistent with
Cheng and Alcantara (2004). This further strengthened their purpose of gaining skills and
competencies that will eventually contribute to their careers. In order for the employment
experience to be valued by college students they need to be able to associate their part-time
experience with the skills they need to be successful in their future careers. Steffy and Jones
(1990) contended that when employees consider their part-time work outside the context of their
career goals they may believe that their employment is a non-developmental activity. More
research is needed to gain a deeper understanding of how college student employees’ frames of
references play a role in their assessment of the work experience. Also, investigators need to
explore how student employees find or do not find value in their work experience, which will
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help practitioners better understand this phenomenon and how they can guide students in finding
their purpose.
Developing your professional self. Participants in the study started developing their
professional selves during their childhood as they engaged in elementary and high school
extracurricular activities and part-time employment. Their interactions with others developed
their views of professionalism. I found no other research study where the concept of
professionalism was shaped by participants’ childhood and teen experiences. By carrying out
their job responsibilities and interacting with others in Campus Recreation, research participants
continued to shape their professional selves. The concepts and skills gained at Campus
Recreation changed their views of work and how they see themselves and others in the work
environment. For example, Elliot said his Campus Recreation work experience “opened his
eyes” to the type of professional he hoped to become.
At Campus Recreation professional selves were shaped by gaining a deeper
understanding of work-related concepts: accepting criticism; accomplishing tasks; achieving
goals; accurate self-assessment; adaptability; administrative duties; assertiveness; assuming new
and progressive responsibilities; attention to details; changing interaction styles to fit the
situation; choosing goals that benefit the organization; commitment to the organization;
communication; completion oriented; continual improvement; cross-training; customer service;
defining self within the organization; deeper understanding of people and differences;
delegation; difference in learning styles; driven or motivation; emotional competency;
establishing and sustaining good working relationships; facility management; goal achievement;
handling unexpected circumstances; how to be a good employee; individual contributions to
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teams and organizations; initiative; interpersonal skills; job knowledge; leadership; learning
influences all aspects of one’s life; managing chaos and incidents; managing people; mediating;
navigating learning in the workplace; networking; outgoing; organization; passion; planning and
execution; positivism; prioritizing; problem-solving; professionalism; project management; role
modeling; separating personal life and work; staff differences; succession planning; teamwork;
time management; organizational leadership; organizational structures; self-directed; selfdevelopment; staff differences; supervisory techniques; teaching or training techniques;
teamwork; understanding people’s perspectives; work-life balance; working independently;
working with different supervisors; and writing reports.
Also, research participants’ lives prior to their Campus Recreation work experience
developed their perspectives about work and being a professional. Student employees in the
study learned different skills and work concepts prior to their Campus Recreation student
employment and they came to Campus Recreation with different skill sets and views about work
and learning. Previous researchers found that novices come into their careers with different
competencies and knowledge (Fox et al., 2010; Smith, 2004). More research is needed in this
area to understand what skills and perspectives of learning and work are shaped prior to their
college student employment. By gaining a deeper understanding of the different stages of
development and understanding about work, practitioners can help bridge the past with student
employees’ current work experiences.
As student employees in this study developed skills and competencies they continued to
develop their own professional identities. Research participants in this study found value in their
work experience as they associated the knowledge and skills they gained with how they translate
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to their career preparedness. This is similar to Cheng and Alcantara’s (2004) finding that when
student employees fulfilled their job duties they found value in their work experiences because of
the new skills and competencies gained. Also, consistent with Cheng and Alcantara’s (2004)
findings, student employees in this study sought work opportunities that continued to support
ways that enhanced their “academic and career interest[s]” (p. 9) by actively seeking learning
opportunities and assuming more and new responsibilities within Campus Recreation. Clearly,
more research is needed to explore how enhanced skills and competencies contribute to students’
professional identities and career choices and how that can aid practitioners in linking the college
student employment experience to career readiness.
Create a path for myself. One of the findings of this study was that research participants’
career decisions occurred prior to and during their Campus Recreation work experiences. This is
an important finding because Ketchum-Ciftci (2004) and Carr (2005) both recommended
investigating how the college student employment experience contributed to their career
development. From my finding, I contend that we need to examine participants’ past and current
experiences to understand how their life journey shaped their career choices. For example, prior
to or simultaneously six of the eight participants decided on specific career paths which were
influenced by family and a discovery of academic interests: (1) Delonte’s aunt inspired his public
health promotion career choice; (2) Steven’s family influenced his military career choice; (3)
Melody’s aunt inspired her to teach; (4) Elliot’s interest in sport rehabilitation and performance
influenced his decision for pre-physical therapy; (5) Belinda’s involvement in student activities
inspired her to enter the student affairs profession; (6) Charles’s interest in geology sparked his
interest in that career; and (7) Jack’s major in geology connected to his desire to protect the
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environment. Hence, if we are going to truly understand how career decidedness or readiness is
associated with college students’ employment experience we need to gain deeper understandings
of how experiences prior to their employment shaped their decisions and views on careers.
Also, there were student employees in the study who reinforced, refined, or changed their
career path as a result of their Campus Recreation work experience, which was a significant
finding of this study. For example, as Delonte became more engaged in his Campus Recreation
work experience he discovered that a marketing internship could broaden his understanding of
public health promotion from a collegiate recreation and wellness perspective. As part of his
academic requirement, Elliot volunteered in a physical therapy clinic and quickly discovered that
he did not like his clinical experience. At the same time, Elliot became more engaged and
invested in his work at Campus Recreation and realized his passion for sports, athletic
performance, and facility management would not be met by working in a physical therapy clinic.
Elliot began searching for career options related more to sport management. Learning that
Student Affairs professionals develop a breadth of experiences by working in various areas in
Student Affairs further strengthened Belinda’s desire to pursue this career. As a result of
Charles’s Campus Recreation work experiences, he realized that he preferred working in a job
that combined administrative and field work, which reinforced his interest in a geology career.
Although he was majoring in geology, Jack decided to pursue a career with the National Forest
Service because of his continued passion for working in the outdoors which came from his
family, zip-line, and Campus Recreation adventure experiences. Also, the Outdoor Adventures
student employment and zip-line instructor experiences allowed Jack the opportunity to affirm
that working in a more non-traditional environment is accepted and respected within his world
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view. Hence, more research investigations are warranted to help universities understand the role
that college students’ employment can play in their career decidedness and readiness.
Potential Contributions of Theory to Understanding Student Employee Learning
I chose a basic interpretative qualitative research approach to “understand the
phenomenon and the meaning” of the college student on-campus part-time employment
experience (Merriam, 2009, p. 34). I used the constructivist paradigm because I wanted to know
how student employees constructed their own meaning of the on-campus college student work
experience (Merriam, 2009). It is strongly recommended in basic qualitative research that I
explicitly convey my own assumptions and biases regarding this phenomenon (Bogdan &
Biklen, 2007). Also, I chose not to use a theoretical framework to guide my findings because I
wanted salient points to emerge from research participants’ stories.
However, I believe it is important to identify a theory or theoretical frameworks that
further advance researchers’ and practitioners’ understandings of the findings from this study.
After my themes emerged from this study, I reviewed the theoretical frameworks within
workplace learning research to find connections between my themes and scholarly work. Three
theoretical frameworks were closely associated with the findings in this study and I used them to
make sense of the outcomes of my study: novice workplace learning; Collin’s (2002) Categories
of Learning Processes; and Eraut’s (2007) Factors Affecting Learning at Work: Two Triangle
Model. I did not find any other related college student employment research that used these
theoretical frameworks and model.
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Novice Workplace Learning
Similar to novices within their first three years of employment, college student
employees have unique needs as they transition into an on-campus student employment
environment and navigate their learning within their part-time work experiences. Drawing from
the novice workplace learning body of knowledge (Fox et al., 2010; Holton, 2001; Smith, 2004;
Sprogøe & Rohde, 2009; Williams, 2003), I identified several research outcomes in these areas:
(1) factors influencing novice learning; (2) ways novices learn from others; and (3) six
conditions contributed to novice learning. I will illustrate how findings from my study related to
these elements needed for novice learning.
Factors influencing novice learning. I found five elements in this research study that
impacted student employee learning which affirmed research findings focusing on novice
workplace learning. First, research participants began working at Campus Recreation at varying
levels of skills and experiences, which is consistent with Fox et al. (2010). Second, student
employees in the study conveyed that their supervisors were “approachable….helpful and
courteous….[you can] go to them ‘about anything,’” which seems to speak to what Fox et al.
(2010) stated: that employees needed to feel their needs are being met. Third, the work
environment should be comfortable and open to encourage questioning (Fox et al., 2010;
Sprogøe & Rhode, 2009). Student employees in the study felt comfortable asking questions with
their respective supervisors and sought out graduate staff and student staff when they felt
uncomfortable asking professional staff questions. Research participants in this study sought
(Smith, 2004) learning opportunities by assuming new responsibilities and learning on their own.
Participants in this study experimented (Fox et al., 2010) with their supervisory styles and
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interacting with patrons and staff. Fourth, participants began working in lower-level jobs, were
trained, and then promoted into positions when they gained the necessary skills to fulfill new
roles which was consistent with Sprogøe and Rhode (2009), who indicated novices should be
administered tasks in a progressive manner, from simple to complex. Fifth, Sprogøe and Rhode
(2009) contended that novices need to build knowledge and experiences because it is important
in gaining novices’ confidence, which is consistent with six participants in this study who all
conveyed they gained confidence in their abilities by carrying out job responsibilities.
Ways novices learn from others. Nine ways that novices learn from others in the
workplace emerged from the novice learning research. First, Fox et al. (2010) contended there
need to be interactions “between individual effort and workplace responsiveness,” which
consistently existed between research participants and professional staff in my study (p. 200). An
example was when Charles added a feature to the first aid inventory checklist, and discussed this
idea with the Associate Director, who positively responded to Charles’s idea. Second, novice-tonovice communication was the most influential type of learning according to Sprogøe & Rhode
(2009). In this research study, there were a plethora of interactions between student staff who
gave tips on techniques, shared advice, and provided hands-on training.
Third, Sprogøe and Rhode contended that there should be organizational gains of new
and reconstructed knowledge as a result of the iterative process when novices shared their ideas
with their respective employers. Student staff were required to complete a questionnaire at the
end of each semester which asked them for their suggestions and ideas to improve the program
or department. In my study it appeared that some employees offered new ideas to improve
processes or programs. Although student employees in my study shared ideas with the
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organization occasionally, it was apparent to me that this department needs to provide more
formalized opportunities for students to provide suggestions and ideas throughout the year. Also,
I did not investigate how professional staff perceive the concept of seeking ideas from student
staff and whether they see this as beneficial to organizational development. Further research
investigating professionals’ perspectives and strategies they employ for college student learning
in the workplace is needed.
Fourth, there were many examples where student employees in the study sought support
from family, friends, and previous work relationships, which was consistent with Fox et al.
(2010), who found that people outside of work provide emotional support and guidance for
novices’ learning. For example, the Assistant Director retired and Thurman was charged with
sharpening ice skates, but he did not know how to do that. Thurman called the retired staff
member, who came to Campus Recreation and showed him how to sharpen ice skates.
Fifth, it was evident that student staff developed positive relationships with coworkers, student
supervisors, graduate assistants, and professional staff, which was a critical component of
learning in the workplace found by Fox et al. (2010).
Sixth, Smith (2004) contended that there needs to be full participation and investment by
all employees within the organization. Obviously this is a difficult task to achieve. There were
situations when research participants conveyed that other staff did not seem as invested in the
job. Seventh, Holton (2001) indicated that employers need to know how to facilitate learning in
the workplace. Research participants shared the positive impact of training and instruction during
staff retreats, staff meetings, scenario training, shadowing, etc. which is consistent with Holton’s
(2002) findings. Eighth, Fox et al. (2010) indicated novices need access to experts who teach and
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mentor, which was consistent from the participants’ stories in my research study. For example,
Thurman described the Outdoor Adventures Assistant Director and Graduate Assistant as “close
advisors.” Fox et al. (2010) indicated that novices need to receive advice that is timely and
helpful, which was consistent with research participants in my study who conveyed they had
access to professional staff after work hours which gave them opportunities to receive timely
advice.
Ninth, Williams (2003) contended that learning during the first year can be described as
implicit, immediate, and collaborative, crossing team boundaries. When student employees in
this research study carried out their jobs they learned in immediate ways. They learned by
making mistakes, which was immediate. Staff retreats created opportunities for teams to work
with other staff outside of their program areas, allowing them to cross team boundaries, which
was consistent with William’s (2003) research study. Also, during team meetings, it was evident
that student staff had opportunities to collaborate with their peers. Not apparent in this research
study, professional staff and graduate assistants need to be aware of the implicit nature of
learning in the workplace and know how to create ways of making meaning out of their
experiences.
Six conditions contributed to novice learning. Six conditions contributed to novices’
learning: (1) awareness that informal learning is a significant component of workplace learning
(Williams, 2003); (2) the quality of learning methods (Holton, 2001); (3) “full utiliz[ation of
novices’] skills and abilities,” which is the strongest predictor of achievement (Holton, 2001, p.
83); (4) sustaining learning strategies (Holton, 2001); (5) incorporating repetition in training and
orientation activities (Sprogøe & Rhode, 2009); and (6) providing opportunities for professional
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discussions (Williams, 2003). It is important to note that the most influential learning methods
were those that were applied in a consistent and sustained manner (Holton, 2001). Also, staff
should be aware that some types of dialogue do not contribute to learning; rather they detract
from employee development (Williams, 2003). Understanding the special needs of novices is
important. There was some evidence of these conditions from the participants’ stories. However,
these elements need to be further explored within the college student employment environment.
Suggestions that were not evident in this study: an awareness of informal learning (Williams,
2003) and assessing the quality of learning methods (Holton, 2001) needs to be explored. Student
employees in this study used learning strategies consistently, attended training that reinforced
learning concepts, and conducted staff meetings where student employees discussed issues and
held each other accountable. This novice framework serves as a useful tool for college student
employment practitioners to assess elements that impact learning for the novice workplace
learner. Also, I suggest that the novice framework I have proposed here be used in future
research to provide a new lens for examining learning in the workplace from a college student
employee novice perspective, which may provide new insights into how learning occurs within
this environment.
Collin’s (2002) Categories of Learning Processes
Collin’s (2002) study identified six major categories and sub-categories for learning
processes which serve as a useful tool to evaluate the learning strategies utilized by college
student employees. A significant finding of Collin’s (2002) study was that “learning was most
frequently described as the outcome of the evaluation of one’s work experiences and of co-
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operation and interaction with colleagues” (p. 147). Cooperative and interactive activities could
be designed to enhance learning using a variety of methods: interaction and working with
colleagues one-on-one, in smalls groups, or teams (Collin, 2002). Also, Collin (2002) contended
that employees need to accurately assess themselves. Critical self-reflection would be an
important aspect of being able to accurately assess one’s abilities and experiences (Daudelin,
1996; van Woerkom, 2006).
In reviewing the learning strategies conveyed by research participants in this study, it was
evident that all of Collin’s (2002) learning process categories were utilized except: the subcategories related to learning outside of work associated with learning “technical
equipment…benchmarking… exhibits, and clients.” However, participants in the study utilized
outside sources to learn work concepts learning. For example, Melody sought advice from a
university police officer to learn how to curb patrons’ disruptive behaviors. Collin (2002)
identified six major learning strategies: “(1) from doing the work itself; (2) co-operation with
colleagues; (3) evaluating work experiences; (4) taking over something new; (5) through formal
education; and (6) the contexts outside of work” (p. 140). The concept “evaluating working
experiences” was divided into three subcategories: “(1) by one’s working experiences; (2)
learning from mistakes; and (3) accumulation of competencies” (Collin, p. 140). The learning
concept “taking over something new” was broken down into six subcategories: “(1) learning as
finding out; (2) Eureka-experiences; (3) innovating, discovering, thinking; (4) learning as
applying; (5) learning as experimenting; and (6) learning as creating” (Collin, p. 140). The
“contexts outside of work” concept was divided into three subcategories: “(1) interest in
technical equipment; (2) learning as benchmarking; and (3) exhibitions, clients, as a source”
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(Collin, 2002, p. 140).This framework could be a useful research tool to evaluate learning
processes either as a framework to analyze data or after findings emerge from the study.
Eraut’s Two Triangle Model of Learning (2007)
I decided to use Eraut’s (2007) Two Triangle Model of Learning for two reasons: (1)
because the learning elements described in Eraut’s model paralleled the factors that emerged in
this research study and (2) the model was developed from researching employees who were
within their first three years of employment. I recognize that novices in their first three years of
employment are not in the same positions as college students in part-time jobs. However, both
parties were trying to navigate learning within a new work environment and develop their own
professional identities. Hence, I believe it is through this lens that we may gain more insight into
the college student employment experience.
Regarding the similarity of learning elements, consistent with the first section of the Two
Triangle Model of Learning, student employees in this study identified these factors in their
learning process: (1) the challenges presented in their work; (2) their view of the importance of
the work they performed; (3) the feedback and support they received; (4) the confidence they
gained; (5) their investment in the learning; and (6) their internal drive to learn. Paralleling the
second section of Eraut’s (2007) Two Triangle Model of Learning there were several
environmental aspects that occurred during research participants’ learning at Campus Recreation:
(1) their level of job responsibilities; (2) the authority and autonomy given to direct their work
and make decisions; (3) the interactions and relationships they developed at work; (4) individual
efforts in the learning; (5) expectations conveyed by others; and (6) the progress towards their
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development. Eraut’s (2007) Two Triangle Model of Learning provides a useful lens for us to
gain a deeper understanding of the student employment learning experience. First, I explain
Eraut’s (2007) learning model and how he developed it and then I provide examples from my
research study to illustrate how the model can further explain learning in the workplace.
Eraut (2007) conducted a longitudinal study of nurses, engineers, and accountants
regarding their workplace learning during their first three years of beginning their careers. Eraut
built on Eraut et al.’s (2000) early career research project and theoretical model they developed
with new findings from his 2007 study. Eraut (2007) added elements to the contextual section of
the model to enhance our understanding of how learning occurs in the workplace with early
career professionals. Eraut divided the model (2007) into two distinctive areas: (1) learning
factors influencing learning and (2) contextual elements influencing the context of learning. The
three components that Eraut (2007) identified to influence learning were: “(1) challenge and the
value of the work; (2) feedback and support; and (3) confidence and commitment and personal
agency” (p. 418). Eraut (2007) contended that “the value of the work” related to the challenge
and “feedback and support” both significantly influenced the employee’s “motivation and
commitment” (p. 417). Another important finding was the challenge had to be appropriate for the
employee (Eraut). In other words, the worker should not feel “under-challenged” or “overchallenged” (Eraut, p. 417).
Eraut et al. (2000) found that there was “a triangular relationship between challenge,
support, and confidence” (Eraut, 2007, p. 417). Eraut contended that much of workplace learning
occurs from carrying out job responsibilities and actively seeking learning opportunities which
“require...confidence” (Eraut, 2007, p. 417). It is important to note that confidence is related to

365
two different elements: (1) the sense that the employee had the capacity to complete the task and
(2) the “support and trust” conveyed from co-workers about the employee’s abilities (Eraut,
2007, p. 417). Hence, novices gained confidence when they successfully achieved challenges
presented to them during work (Eraut, 2007). However, whether the staff member would take on
the challenge was dependent on the degree to which the worker “felt supported in that endeavor
by colleagues, either while doing the job or as backup when working independently” (p. 417).
Also, the importance of completing the task or having support becomes more or less significant
during “particular points in their careers” (Eruat, 2007, p. 417). For professionals early in their
careers, gaining support from others was seen a bigger priority (Eraut, 2007). During the first
few months of work it was significantly important for novices to have “the right amount of
challenge” (p. 417). Also, “personal agency” had a significant influence on maintaining the
employee’s motivation, which was affected by two factors: (1) the worker’s “sense of choice”
and (2) the staff’s “sense of progress” (p. 418).
The contextual elements influencing learning included: “(1) allocation and structuring of
work; (2) encounters and relationships with people at work; and (3) individual participation and
expectations of their performance and progress” (Eraut, 2007, p. 418). One of the main factors
influencing the employee’s progress was “the allocation and structuring of work” (Eraut, p. 418).
Eraut identified three elements that affected the staff member: (1) the level of difficulty of the
task; (2) whether the assignment was designed to be more individual or collaborative; and (3) the
availability afforded for working with others with expertise and experience (p. 418). Eraut
emphasized that providing opportunities for staff members to work with others may influence the
amount of feedback and support that the individual feels. A common issue was that employees
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did not feel that they received adequate feedback and support related to their “performance and
progress” of the assigned project, which in turn “weakened their motivation and commitment”
(p. 419).
In culmination, Eraut (2007) recommended four key strategies for increasing learning
outcomes: (1) provide “support and feedback”; (2) increase “the quantity and quality” of learning
opportunities; (3) supervisors should use their influence to create a culture of workplace learning
and distribute leadership opportunities to experienced staff members; and (4) all employees need
to understand the various ways that individuals learn, “to be able to discuss learning needs in the
context…of progress…and performance,” and to address the elements that promote and inhibit
learning (p. 420). Eraut (2007) contended that feedback was especially important during the first
few months of the job (p. 417). One of the ways that organizations can provide this kind of
support is to ensure they have created “a positive learning culture of mutual support” (p. 417).
This can be accomplished by developing a “distributed apprenticeship approach” where all staff
play a role in employee learning, in particular “on the spot” learning (p. 417).
Eraut’s Model of Learning (2007) in Future Research on Student Employees
By applying an example from this research study to Eraut’s (2007) Two Triangle Model
of Learning we can better conceptualize how different elements impact the learning experience.
To better understand how Eraut’s model applied to this learning situation I will place parentheses
next to the critical elements involved in the learning process. As discussed in Chapter 5,
Thurman co-planned and co-led a week-long outdoor service trip. Thurman gained planning,
preparation, and leading skills as a result of carrying out his assignment. Thurman had a
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sufficient level of responsibility by planning this week-long trip (structure of the work) (Eraut,
2007). By being assigned to work with the co-leader, Thurman was provided the authority to
plan and lead the trip (allocation of work) and given a certain level of autonomy (allocation of
work) to plan the details and make decisions regarding the trip (Eraut, 2007).
Contextual factors that positively affected Thurman’s learning experience: (1) he was
sufficiently challenged by the task to plan this week-long trip (level of difficulty, not over- or
under-challenged); (2) he was assigned to work on this project with the graduate assistant
(collaborative); (3) working alongside the graduate assistant, Thurman had (access) to someone
with more (expertise and experience) in adventure trip planning (Eraut, 2007). Thurman and his
co-leader: (1) organized, prioritized, and delegated tasks; (2) created a comprehensive checklist;
(3) developed a trip itinerary outline; (4) conducted research of the geographic region; (5)
identified camping and sightseeing options; and (6) created a budget. Being a part of this
process, Thurman played a critical role in the decision making (“sense of choice”) (Eraut, 2007,
p. 418).
Thurman gained confidence in his abilities for trip planning and leading by carrying out
these tasks, which “require...confidence” (Eraut, 2007, p. 417). Thurman felt confident because
he felt that he could complete the tasks, and although he was a little nervous at first (capacity to
complete the task) the graduate assistant supported and trusted him to co-direct the trip and
complete the tasks necessary (Eraut, 2007). Hence, Thurman gained a significant level of
confidence in carrying out the challenges of planning and leading these trips because he
identified this learning experience to describe how he honed (“staff’s sense of progress”) these
skills (Eraut, 2007, p. 418). Thurman maintained his motivation throughout the project, which
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may be attributed to his own sense of development (“staff’s sense of progress”) and the
opportunities he had to help make decisions (“sense of choice”) (Eraut, 2007, p. 418).
Thurman was personally driven and motivated (personal agency) to learn the steps to
plan and implement trips (Eraut, 2007). Thurman invested a considerable amount of time
(individual effort) co-planning this project, which speaks to the level of investment he had
(commitment) (Eraut, 2007). The graduate assistant and Assistant Director provided guidelines
and expectations (performance expectations) (Eraut, 2007). Also, they checked in with the
Assistant Director periodically to seek feedback and assess their progress (progress of
performance) (Eraut, 2007). Thurman’s interactions with the graduate assistant, Assistant
Director, and trip participants influenced his learning. For example, when seeking input from trip
participants regarding sightseeing options, Thurman realized that when the group provided input
it gave them more ownership and helped build community within the group (feedback and
relationships) (Eraut, 2007). Thurman felt that he had the necessary support because the
Graduate Assistant was there to mentor him along the way (support) (Eraut, 2007).
I provided an example of how Eraut’s (2007) Two Triangle Model of Learning could
provide a theoretical lens to better understand how these learning elements play a role in the
learning process. Future researchers may find it useful to use this as a theoretical model to
examine learning within the college student employment setting. Or, this theoretical learning
model may be helpful in making sense of learning processes after findings have emerged.
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Limitations
It is important to acknowledge the limitations of the study so that readers can discern the
trustworthiness of the findings. I used a basic interpretative qualitative research design to
examine learning within the on-campus student employment experience. From a constructivist
approach, I wanted to know how student staff constructed their own meaning of learning and
work. The research design of my study matched the type of phenomenon I wanted to evaluate.
Through their stories, these eight participants constructed their understanding of learning and
work concepts from their individual experiences. Because these findings relate only to
participants’ unique experiences it is not encouraged to apply these research outcomes to the
larger population of college student employees. The insights gained from this study are particular
to these eight people’s part-time employment experiences and their perspectives of this
experience during that particular time in their lives. There were some significant findings in this
study that deserve consideration when evaluating college student on-campus student employment
in recreation. However, the reader should exercise caution in applying the outcomes to all
college student employees or all college student staff who work in university recreation
programs.
The second important implication of this study is that there were very few college student
employees who participated in the research project. Also, all of these students came from the
same university. The department at this specific university hosted about 175 student employees
and each of those student staff members have their own student employment experiences at
Campus Recreation. Also, there are hundreds of universities who employ students in Campus
Recreation departments and other departments across their respective universities. Hence, it
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would be difficult to suggest that the findings of this study are exhaustive of all the student
employment experiences related to learning and work, although the research outcomes in this
study do make important contributions to our understanding of the on-campus student
employment experience. Another limitation of this study is that I did not have an auditor review
my process or data to strengthen the confirmability of the study (Lincoln & Guba, 1985).
Recommendations for Future Research
My first recommendation is to encourage researchers to continue examining the oncampus college student employment experiences in recreation using qualitative methods. Student
employees working in university recreation programs have unique work experiences that warrant
further investigation. By using qualitative methods we can gain a deeper understanding of their
lived experiences and how the environment hindered or facilitated learning and understandings
of work. My second recommendation is to expand the scope of the research to include student
employees working in student affairs. As we expand the breadth of the qualitative research in oncampus student employment we can begin to see how different on-campus work experiences
impact student staff. My third recommendation is to evaluate the contextual factors that play a
role in student employees’ development such as: organizational learning cultures, mentors and
guides, various types of trainings, and the work structure. My fourth recommendation is to
examine the on-campus student employment experience within the context of the research
related to novice employees and learning. The college student attributes seem to be similar to
novices who are engaging in a work experience for the first time. I believe by utilizing a novice
framework when examining the college student employment phenomenon we can gain new
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insights. My fifth recommendation is to analyze the support networks that college student
employees use. It was evident, in this research study, that advice and support from others was not
bounded by the Campus Recreation work environment. By examining these networks we can
begin to understand who college students consult with, what types of advice they seek, and how
that positively and negatively affects their learning and understanding of work. Finally, my last
recommendation is to utilize one of the three theoretical frameworks above to evaluate student
learning.
Conclusions
I drew a number of significant conclusions from my study that relate to research, theory,
and practice. I hope to convey the breadth of implications of this study to future researchers and
practitioners by identifying the contributions that this research study makes to the field of higher
education.
Research. Clearly, college student employees in this study learned a variety of workrelated concepts and skills as a result of their Campus Recreation work experience. Some of my
findings are supported by previous scholarly work in college extracurricular learning, workplace
learning, and college student employment. However, those most noteworthy are the new findings
that emerged from this study, which are a considerable contribution to the research on college
student employment. Although I have identified several significant findings to this area of
research, there is very little research focused on learning within college student employment.
More research is needed both in the college student employment setting and the collegiate
recreation student employment area to further substantiate or differentiate my findings and the
contributions of other researchers and to glean new research outcomes.
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Although quantitative studies may measure learning outcomes, I believe more qualitative
research is needed because of the organic and naturalistic way that learning occurs. It is difficult
to capture the essence of the learning process unless we can evaluate it from its most natural
state. Reflective journals were useful in my study, as they required student employees to recall
learning situations. Critical reflection is an important part of the learning process (Clarke, 2005;
Daudelin, 1996, Ellinger, 2005b; van Woerkom (2006) because some learning situations may not
be fully comprehended if learners are not cognizant of the experience. Hence, I recommend
using reflective journals to capture student employees’ learning. I found that using the guided
reflective process that Daudelin (1996) developed helped learners in my study to specifically
identify the different components related to learning. I believe this can be a useful tool for future
researchers.
Also, I found that past learning impacts the current learning experience. It is important
that researchers find ways to deepen our understanding of how past learning connects to current
learning. The college student employment learning experience is developmental in nature, which
means that there are several points in the learning process that could be investigated. For
instance, what student employees need to learn in the workplace may be change over a period of
time. In other words, student staff learning needs within the first few months of employment may
be different when compared after a year of work. Learning may look very different to veteran
employees when they assume new responsibilities within the department or they are graduating.
Once students graduate and obtain jobs, their understanding of the relevance of their learning
during the college student employment experience may change. Hence, there are many
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opportunities for researchers to examine learning along this spectrum which would advance our
understandings of on-campus college student employment learning.
A growing body of research regarding novice workplace learning has found there may be
unique needs, desires, and challenges as new staff members transition and adjust to their work
environment (Fox et al., 2010; Holton, 2001; Smith, 2004; Sprogøe & Rohde, 2009; Williams,
2003). Although there may be differences between new professionals and part-time college
student employment experiences, there also may be some similarities that deserve our attention.
College students may have some of the traits novices possess because they are learning to
navigate new work environments. Sprogøe and Rohde (2009) found that new staff need to be
able to share their skills, competencies, and ideas so that they are active participants in the
organization, and companies need to be open to learning something from their new staff.
Participants in this study conveyed a need to be contributing members of the organization. They
wanted their voices to be heard and they wanted to present their ideas. I believe that the research
related to novice workplace learning can better inform college student employment learning and
I encourage future researchers to explore this as a research option.
Student employee gender and ethnic differences did not emerge as a salient finding for
my study. However, I found a couple of examples related to gender and ethnicity which hint that
these differences may play a role in learning in the workplace. Melody was not a citizen of the
United States and her cultural upbringing played a role in her perceptions that teachers were in
positions of authority. While attending military school Melody learned that teachers could be
helpful in the learning process by answering questions, clarifying, explaining, and providing
further resources. Although this is only one example, many universities and colleges have a
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diverse student body. The cultural differences that exist among college students may be an
obstacle to their learning if we are not cognizant of these differences. I believe this warrants
further investigation if we want to deepen our understanding of the college student employment
experience.
Gender may influence learning in the workplace in two ways: (1) being exposed to
working and interacting with the opposite sex and (2) the gender learning tendencies that may
influence learning. For example, Elliot had not worked with women prior to Campus Recreation
and this work experience exposed him to working alongside women. He explained:
…but here I believe they’ve flourished …to deal with all types of walks of life. I never
dealt with girls when I was playing football and so that’s another aspect,…dealing with
the opposite sex and having them be just as diligent and working hard and staying on
task,…which is not, like, a big task, but, I mean, still something I had to overcome, I
guess.
Further exploration about how this experience played a role in his learning is worthy of
investigation. I found previous research in workplace learning and collegiate extracurricular
learning related to gender differences (Cress, et al., 2001; Hall-Yannessa & Forrester, 2004;
Kezar & Moriarty, 2000; Posner & Brodsky, 1993; Romano, 1996;; Westbrook & Veale, 2001)
and cultural differences (Armino et al., 2000; Cress et al., 2001; Kezar & Moriarty, 2000; Kuh
1995; Pascarella et al., 1988; Westbrook & Veale, 2001), but I found no studies that investigated
gender or ethnic differences within the college student employment research area. Romano
(1996) found that female college student presidents were more inclined to have a relational
leadership style, emphasizing the importance of working with organizational members on a more
equal level. Hall et al. (2008) found that sport club leaders were exposed to working with others
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from the opposite sex, which contributed to their learning. Clearly, gender may play a role in
learning in the workplace, which deserves future investigation.
Theory. I identified three potential frameworks—Eraut’s (2007) Two Triangle Model of
Learning, the novice learning framework, and Collin’s learning processes—for understanding
the factors that play a role in college student employment learning. There are opportunities for
future researchers to utilize these frameworks as a lens to review college student employment
learning either prior to data analysis or after. Investigating other theories in workplace learning
or education may provide more insight into what we currently understand about college student
learning within the on-campus setting. Also, I believe that analyzing college student employment
using a grounded theory approach may help researchers develop a theory specifically targeted at
the college student employment experience providing deeper insight into this phenomenon.
Practice. The limitations of qualitative studies discourage general application of findings
for practitioners. However, the findings that emerged from this study provide some insight that
may prove to be useful for the practitioner if used with caution. There are several implications of
this study that deserve attention: (1) the on-campus student employment experience can assist in
preparing students to enter the workforce; (2) developing a culture of learning where everyone
within the organization plays a role in student learning is a critical component of creating a
meaningful work experience that prepares students for the workplace (Eraut, 2007); (3) framing
the student employment experience within the novice framework assists professionals in shaping
the work environment and organizational structures that meet the needs of new employees(Fox et
al., 2010; Holton, 2001; Smith, 2004; Sprogøe & Rohde, 2009; Williams, 2003) and (4) the
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student employment experience can provide career-related learning opportunities. Each
implication will be briefly discussed.
The on-campus student employment experience can help prepare students to enter the
workforce by focusing on skill development and conveying to students how these skills translate
to their respective careers. Student positions need to be structured in a way that provides learning
opportunities for skill development to occur. This includes giving students enough challenge and
autonomy to make their own decisions, make mistakes, and learn from these situations. Student
employees need to be able to build on their previous experiences by being able to identify gaps
in knowledge by recognizing what they already know and assessing it against the current
circumstances. Student employees need to be able to feel like they have a purpose within the
organization. They need to feel needed. Professionals need to teach student employees the
individual attributes and relational aspects of learning and focus on skill development in those
areas.
Developing a learning culture is essential for creating a student employment experience
that is meaningful (Eraut, 2007). A learning organization needs to create and embed work
activities that facilitates learning in a variety of ways: (1) formal learning opportunities; (2)
informal learning activities; (3) opportunities for student employees to learn on their own; (4)
peer-to-peer mentoring; and (5) using veteran student staff to teach new student employees. The
strong peer relationships that participants in the study developed within Campus Recreation
impacted their experience when peers taught them, gave them advice, and shared their own
academic and life experiences. Also, research participants learned a great deal about themselves
and others when they taught new student employees. Departments need to create both symbolic
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and historical events that emphasize the importance of learning. There needs to be continual
opportunities for critical reflection, dialogue with peers and professionals, feedback, and input. A
critical component of critical reflection needs to incorporate teaching student employees how to
accurately assess their current abilities and professionals need to ensure that students feel
comfortable with not knowing things and be comfortable with learning. Learning and leadership
needs to be the central purpose for their on-campus student employment.
By framing the student employment experience within the novice framework
professionals can shape the work environment and organizational structures that appropriately
addressed early career employees (Eraut, 2007). The main points of approaching student
employment within the novice framework are: (1) departments need to create a “distributed
apprenticeship” approach to learning where everyone plays a role and is prepared to assist
student employees in their learning (Eraut, 2007); (2) observation is a strong learning method so
peers and professionals need to be good role models; (3) organizations need to identify expert
trainers who teach and assess knowledge gained (Eraut, 2007); (4) since dialogue and
interactions are a critical part of the learning process, there needs to be opportunities for student
employees to share and ask questions with their peers and professionals; (5) shadowing experts,
especially veteran staff who are their peers, where questioning, testing, and doing are the focus is
important; (6) opportunities for student employees to share their ideas and what they know that
will be beneficial for the organization; (7) continual reinforcement of staff progress towards
learning and performance (Eraut, 2007); (8 ensure that student employees are appropriately
challenged and supported (Eraut, 2007); (9) give students the authority to carry out their roles
and responsibilities within the organization; (10) provide student staff with the autonomy they
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need be make decisions; (11) offer diverse learning opportunities; (12) convey confidence and
trust in student staff to perform tasks and fulfill job responsibilities; (13) allow for mistakes and
encourage learning from them; (14) provide diverse learning tools and resources; (15) encourage
discussion and questioning among all staff.
The student employment experience can provide career-related learning opportunities if
professionals finds ways to connect the skills they will need in their careers to how they can
develop these skills within the on-campus student employment setting. This may be
accomplished by discussing how skills and work concepts translate to their future careers.
Allowing opportunities for dialogue and developing connections between career and student
employment is essential for student staff to see the purpose in their work (Cheng & Alcantara,
2004). By creating career related activities that become part of the Campus Recreation work
experience student employees can begin to bridge the gap between the on-campus employment
experience and career preparedness: (1) teaching student staff how to describe their Campus
Recreation work experience and the skills they developed on a resume or during job interviews;
(2) teaming up with Career Services to help student employees learn how to bridge their work
responsibilities, experiences, and skills to other careers; and (3) facilitating discussions with
professional and student employees to identify ways that student staff can develop themselves
professionally and what they will mean to their future.
Research Summary
The goal of this study was to explore how college student employees in Campus
Recreation describe their past and current experiences as it related to learning and work. I used a

379
basic interpretative qualitative approach nested in a constructivist paradigm to discern how
college student employees working in Campus Recreation constructed their own meaning of
learning and work from the past and current experiences. In Chapter 1, I introduced the topic of
college student employment by discussing the relevant research related to college student
employment, higher education, and workplace learning. Then, I provided a purpose for the study,
described the problem, developed a primary and two secondary questions to research the
problem, and concluded with significance and rationale for analyzing the learning experiences of
college student employees.
Chapter 2 provided a literature review beginning with an overview of the literature
related to the problem. Three areas of research were identified relevant to the investigation: (1)
collegiate extracurricular learning experiences; (2) workplace learning; and (3) college student
employment. The role of higher education and Student Affairs was presented to frame the
current condition of college student employment learning within this setting. Collegiate
extracurricular learning experience literature was reviewed within the areas of student learning
outcomes and gender and ethnic differences. To better understand workplace learning I provided
an historical summary of the evolution of workplace learning. Workplace learning literature was
presented and reviewed from these distinctive categories: employee characteristics, employee
learning strategies, organizational learning, novice employees, differences between part-time and
permanent employment, and conceptions of learning. College student employment-related
literature was reviewed in the areas of student employee characteristics, academic persistence,
differentiating between work sites, and developmental outcomes. I then highlighted theoretical
frameworks that may prove to be useful in exploring college student employment learning.
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The goal of Chapter 3 was to present the methodology I chose for the study, a basic
interpretative research design nested in a constructivist paradigm. Then I described my
assumptions and bias related to the topic. Next, I defined the methods I used by specifying my
case study, selecting participants, data collection, and data analysis, and discussed the strategies I
used to contribute to the trustworthiness of the study. In Chapter 4 I introduced the readers to the
participants by describing their past experiences as it related to learning and work.
In Chapter 5 I presented the findings that emerged from my data analysis by responding
to my primary question. I found four salient themes related to my primary question of how oncampus student employees describe their past and current experiences as they relate to their
learning. Then I presented several learning strategies that student employees in this study used
for learning. Then I discussed how research participants shaped their perceptions of work from
the previous and current learning experiences.
The goal of Chaper 6 was to discuss my findings in light of current relevant research to
ascertain how my findings strengthened and further affirmed previous findings and to identify
research outcomes that were new. By determining salient new findings that were different from
previous research I showed how this research study contributed to our understanding of learning
within the college student employment experience. Then, I identified a workplace learning
theoretical framework to give readers a different lens to examine college student employment
learning. Then I elucidated the limitations of my study and recommendations for future
researchers to explore. Finally, I concluded with highlighting contributions from my study that
relate to educational research, theory, and practice.
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Dear (Professional Staff Name):
Hello, I am writing to ask you for your assistance in identifying potential student
employees for my doctoral research project titled How Students Navigate Learning within OnCampus College Student Employment. I am interested in gaining a deeper understanding of how
part-time traditionally aged student employees learn as a result of their work experiences. Your
assistance in identifying student workers is most appreciated.
There is growing evidence from the research literature that indicates on-campus
employment can provide an optimal guided and experiential setting for students to learn.
Conversely, other research contradicts this notion and contends that the part-time experience
negatively influences students’ academic success. There is still little that is known about parttime on-campus student employment. For instance, absent from the literature is an in-depth
understanding of how on-campus student employees narrate their past and current experiences as
they relate to their learning; how on-campus workers perceive changes in their roles and
responsibilities within the organization over time; and what strategies college student employees
use to navigate learning within their student employment experience. In particular, workplace
learning research that focuses on novices, part-time employees, critical reflection, and guide
learning provide a different way to examine the problem.
The purpose of the study is to explore how student employees learn as a result of their
on-campus employment experiences. The student employee would be required to conduct three
separate 90-minute audiotaped interviews with me. Also, the student worker must be willing to
write a weekly journal in an effort to describe learning experiences that arise from the workplace.
The student’s identity would be kept confidential and would be known only to me. Students who
participate in this research project will be able to assist in advancing how employers guide
learning in the workplace. I am asking for you to identify students who fit the following criteria;
however, it is important that you do not encourage student employees to participate in the study.
Student employee criteria to participate in the study:
1. Must be between 18 and 24 years of age.
2. Must have worked within the department for a minimum of three months.
3. Must be willing to write a weekly journal describing any meaningful learning experiences
that occur as a result of working in the department.
4. Must be willing to allow Sandi Carlisle to collect documents related to the research: endof-semester employee surveys, goal worksheets, staff retreat program evaluations,
reflective artifacts for any leadership activities, and leadership lab reflective artifacts.
5. Must be willing to complete a participant demographic survey.
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Because of the working relationship you have with your student employees, you are more
capable of identifying student workers who meet the criteria delineated above. If you have any
questions, please do not hesitate to contact me via e-mail at carlisle@niu.edu or by phone at 815753-9419. I appreciate your time and consideration to assist me in my search for potential
student employees who may participate in my study. There will be no current or future
employment-related consequences to any student who chooses not to participate in this research
project.
Thank you,
Sandi Carlisle
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Dear (student employee name):
Hello, my name is Sandi Carlisle, a doctoral student at Northern Illinois University and
the Director of Campus Recreation. I am writing to ask you to consider participating in my
research study titled How Students Navigate Learning within On-Campus College Student
Employment. You were identified by (staff’s name) who indicated that you fit the criteria needed
in my study. I am interested in gaining a deeper understanding of how part-time, traditionally
aged student employees learn as a result of their work experiences.
There is growing evidence from the research literature that indicates on-campus
employment can provide an optimal guided and experiential setting for students to learn.
Conversely, other research contradicts this notion and contends that the part-time experience
negatively influences students’ academic success. There is still little that is known about parttime on-campus student employment. For instance, absent from the literature is an in-depth
understanding of how on-campus student employees narrate their past and current experiences as
they relate to their learning; how on-campus workers perceive changes in their roles and
responsibilities within the organization over time; and what strategies college student employees
use to navigate learning within their student employment experience. In particular, workplace
learning research that focuses on novices, part-time employees, critical reflection, and guide
learning provide a different way to examine the problem.
The purpose of the study is to explore how student employees develop work and
leadership competencies as a result of their on-campus employment experiences. As a
participant of the study you would need to agree to participate in three separate 90-minute
audiotaped interviews with me. Also, you must be willing to write a weekly journal in an effort
to describe any learning experiences that are meaningful to you as a result of your experiences.
Your identity would be kept confidential and would be only known to me. I want to
provide a safe place for you to be open and honest. Anything you share will not affect your work
and will not be reported to your supervisor. Your name will be replaced by a first-name
pseudonym on all interview transcriptions, reflective journals, collected documents, field notes,
data analysis, the final written paper, and in any subsequent publications or presentations. In
addition, as the Director of Campus Recreation I am obligated to report any illegal, improper, or
unethical behavior in the workplace should this information be disclosed during interviews.
If you decide to participate in this study you will be able to assist in advancing how
employers at universities guide learning in the workplace. If you are willing to participate in my
study you must meet the following criteria:
1. Must be between 18 and 24 years of age.
2. Must have worked within the department for a minimum of three months.
3. Must be willing to write a weekly journal describing any meaningful learning experiences
that occur as a result of working in the department.
4. Must be willing to allow Sandi Carlisle to collect documents related to the research.
5. Must be willing to complete a participant demographic survey.
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Your experiences as a student employee are invaluable to this research study. I hope that you
seriously consider participating in my study. Please let me know if you agree to participate in
this study by contacting me via e-mail at carlisle@niu.edu or by phone at 815-751-6621. If you
have any questions regarding this research project, please do not hesitate to contact me as
instructed above. I appreciate your time and consideration of this important research project.
There will be no consequences to you if you decide not to participate in this research project.
Thank you,
Sandi Carlisle
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I agree to participate in the research project titled How Students Navigate Learning within
On-Campus College Student Employment which is being conducted Sandi Carlisle, a doctoral
student at Northern Illinois University. I have been informed that the purpose of this research
project is to examine the on-campus employment experience of part-time traditionally aged
student employees to gain a deeper understanding of how learning occurs within this workplace
setting.
I understand that if I agree to participate in this research study I will need to meet face-toface with Sandi Carlisle for three interviews and I agree to allow the researcher to audiotape all
three interviews. It is anticipated that each interview will last approximately 90 minutes and will
be spaced approximately one and a half to two weeks apart. I also agree to complete a weekly
reflective journal answering questions posed by the researcher related to learning. I also agree to
allow Sandi Carlisle to collect documents related to the research: end-of-semester employee
surveys, goal worksheets, staff retreat program evaluations, reflective artifacts for any leadership
activities, leadership lab reflective artifacts, and demographics.
I also understand that I might be contacted following the interviews during the next six
months by Sandi Carlisle for any follow-up questions that may arise. All three interviews will
occur at times and locations that are convenient to me.
Following all interviews, the audiotapes will be transcribed by a professional transcriber.
All data collected including audiotapes, transcribed interviews, reflective journals, field notes,
data analysis, and consent forms will be kept in a locked cabinet at Sandi Carlisle’s home. All
items will be destroyed at the completion of the research project.
I understand that my identity will be kept confidential. My identity will be known only
to Sandi Carlisle. My name will be replaced by a first-name pseudonym on all interview
transcriptions, reflective journals, collected documents, field notes, data analysis, the final
written paper, and in any subsequent publications or presentations. In addition, as the Director of
Campus Recreation, the researcher is obligated to report any illegal, improper, or unethical
behavior in the workplace should this information be disclosed during interviews.
I understand that the intended benefits of this study are to add to the workplace learning
and college student employment literature regarding how part-time college students in an oncampus employment experience learn. It is hoped that by gaining a deeper understanding of how
student workers learn in an on-campus part-time employment experience it will inform future
employer practices related to college student employment. I have been informed that there are
no foreseen risks that I might experience during this study. The interview will be discontinued if
any discomfort arises. I am aware that my participation is voluntary and may be withdrawn at
any time without penalty or prejudice.
If I have any questions concerning this research study, I may contact Sandi Carlisle at
815-751-6621 or by e-mail at carlisle@niu.edu or Sandi Carlisle’s dissertation chair, Dr. D. Eric
Archer, at 815-753-7608 or darcher@niu.edu. I understand that if I wish further information
regarding my rights as a research subject, I may contact the Office of Research Compliance at
Northern Illinois University at 815-753-8588. I understand that Northern Illinois University
policy does not provide for compensation for, nor does the University carry insurance to cover
injury or illness incurred as a result of participation in University-sponsored research projects. I
also understand that my consent to participate in this study does not constitute a waiver of any
legal rights or redress I might have as a result of my participation.
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I acknowledge that Sandi Carlisle has my permission to use data obtained from me in her
research, and I acknowledge that I have received a copy of this consent.
I have read the above information and have had all my questions answered. By signing
this form, I consent to participate in this study.

Signature ___________________________________________ Date ____________________

By signing below, I consent to be audio taped during the three interviews.

Signature ___________________________________________ Date ____________________
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Interview #1 - Life History - Past Experiences
1. Tell me about your early experiences (as a child, teenager, college student) as it relates to
your own development (growing up, previous work experiences, member or officer in an
organization) prior to your accepting a position in CR?

2. Identify a person whom you consider to have had a major influence on your life.
a. How has he or she influenced your life?
b. What inspires you about him or her?
c. Describe his or her characteristics.

3. What role (if any) did the following people play in your own development of work (or work
skills)?
a. Elementary, junior high, high school teachers, principals and/or college
professors/administrators (prior to your taking on a position at CR).
b. Family members
c. Friends
d. Previous supervisors
e. Previous co-workers
f. Other mentors
4. Describe what you learned from these people as it relates to work (or work skills).
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Interview #2 – Details of the Current Experience

1. Job Responsibilities: Describe in detail your current job responsibilities at CR.
a. Reconstruct a day in your current position.
b. If I had a “video camera” following you around during your shift what would I see?
c. Describe a challenging experience you have had in your current position. How did
that make you feel?
d. Describe a rewarding experience you have had in your current position. How did that
make you feel?
e. Describe a specific situation when you utilized a work skill.
2. Identify Skills Connected to Current Position:
a. If I asked you to go out and recruit potential candidates for your current position,
what would you tell them to "sell" them on considering applying for the position?
b. What would you tell potential candidates to give them a realistic picture of the job
responsibilities and skills needed for your position?
c. If you were asked to interview potential candidates for your position and select the
person to replace you when you leave your position, what skills would you look for
and why?
3. Relationships with Others: How would you describe your relationships with others in the
workplace?
a. Student employees you supervise
b. Your supervisor(s)
c. The graduate assistant who works in your area
d. Other graduate assistants in Campus Recreation
e. Fellow student managers and supervisors
f. Professional staff members
g. Patrons
4. Impact of Others:
a. Describe your most rewarding interaction.
b. Describe your most challenging interaction.
c. Describe a situation when a person helped you.
d. Describe what you have learned as a result of your interactions with others.
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5. Work Setting:
a. Describe your work setting/environment.
b. Describe what it is like when you are at work. How do you feel when you are
working?
c. What are some positive aspects of your work setting?
d. What are some challenging or negative aspects of your work setting?
e. If you could change/improve the work setting what would you do?
6. Ways in Which Knowledge is Gained through Experiences: Describe a challenging
experience as a supervisor.
a. How did you respond?
b. How did you feel?
c. What would you have done differently, if anything?
d. Did you feel like you were prepared for that?
e. If you had to prepare a fellow supervisor for that situation what would you do?

7. Resources Used to Develop Skills: What resources (people, documents, websites, training,
etc.) do you use to effectively perform your job?
a. Describe a training experience that prepared you for this position.
b. If you could design an ideal training program for new supervisors what would that
include?
c. How else would you prepare students for this position?
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Interview #3 – Reflection on the Meaning
1. Given what you have said about your life before you started your position at CR, how do you
understand work (or work skills) as it relates to your future career goals?
a. What sense does it make to you?
b. How have experiences prior to this position prepared you for your current position?
c. How have your previous experiences prepared you for your future career goals?
2. How have your experiences in this position built on the skills you brought to this position?
a. What new skills have you learned in your current position?
b. What skills have you honed?
c. How will this better prepare you for your future career? Please describe.
3. Given what you have reconstructed in these interviews, where do you see yourself going in
the future?
4. How have your experiences in this position prepared you for your future career goals?
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REFLECTION GUIDE

When reflecting on your work at CR, answer the following questions about a learning situation:
1. What did you learn?
2. How did you learn what you learned?
3. How can you apply what you learned to your future (in this job and your future career

APPENDIX G
GOAL WORKSHEET

Name________________________

Spring 2013 Staff Goals – Open Recreation Staff
Please choose 2 goals from the list below of a competency that you would like to improve on during this semester.
Cognitive Complexity

Knowledge Acquisition

Humanitarianism

Civic Engagement

Comprehension/Job Knowledge

-Approachability

-Cooperation with Supervisor

-Creativity

-Willingness to Learn

-Customer Service

-Ethics

-Judgment/Decision Making

-Quantity of Work/ Productivity

-Multicultural Competency

-Leadership

-Problem Solving

Integration of Knowledge

-Social Responsibility

-Supervision

-Adaptability

-

-Analytical
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Interpersonal & Intrapersonal Competence
-Reliability/Dependability

Practical Competence

Persistence & Academic Achievement

Prioritization

-Initiative

-Personal Development

-Communication Skills

-Academic/Career Persistence

-Professionalism/Attitude toward Work

Presentation Skills

-Transferable Skills

-Cooperation/Working with Others
-Conflict Management

-

-

Performance Improvement
-Awareness and Use of Resources
-Crisis Management

---------------------------------------------------------------------------------------------------------------------------------------------------- ----MEETING #1

The two goals I am going to focus on this semester are _____________________ and _______________________,
Why I chose these goals:

How I am going to achieve these goals this semester (concrete steps):

SUPERVISOR FEEDBACK
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MEETING #2 : DESCRIBE GOAL PROGRESS AND STEPS TAKEN TO ACHIEVE GOAL
Goal #1:

Goal #2:

SUPERVISOR FEEDBACK:

MEETING #3 : DESCRIBE GOAL PROGRESS AND STEPS TAKEN TO ACHIEVE GOAL
Goal #1:

Goal #2:

SUPERVISOR FEEDBACK:
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MEETING #4 : DESCRIBE GOAL PROGRESS AND STEPS TAKEN TO ACHIEVE GOAL
Goal #1:
Goal #2:
Did you meet your First Goal? Yes_________ No__________
Why or why not?
Did you meet your Second Goal? Yes________ No__________
Why or why not?

Self-Assessment: Please do a realistic self-assessment of your progress this semester.
Competency (Choose the competencies from
the top of the worksheet that you would like
to be evaluated on this semester)

Exemplary

Exceeds
Expectations

Meets
Expectations

Partially
Meets
Expectations

Does Not Meet
Expectations
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426
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Campus Recreation
Learning and Leadership in the Workplace
Reflective Artifact
Instructions: For each Self-directed Project and Leadership Academy Workshop (see
Certificate Worksheet), you must complete this reflection and submit it to your
supervisor (electronically) via e-mail. The goal of this exercise is for you to reflect on
your experiences so that you can apply/integrate what you learn in your future
endeavors.
Employee Name
Name of Activity
Location (if
applicable)

Date of Activity

Before participating in the workshop or activity, please complete number 1 below:
1. What were you hoping to gain by participating in this activity?

2. Were your hopes met by participating in this activity? If so, how?

3. What concepts did you learn that can be integrated into your approach to becoming a
better leader?

4. How will you apply these concepts (e.g. workplace, future career, life, etc.)?

5. What further leadership development do you need?

6. Do you have suggestions for improving the workshop or activity?
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Learned Outcomes Appendix J
Legend
E = Embellished
G = Got good at

S = Learned from scratch

Individual Attributes
Learned Outcome
Italics = New aspect found
Red = Learning method in related
research
Accomplishes tasks or
achievement oriented

Proficiency
&
Leadership
LO, PR
PR

Accurately assesses self
Adaptability, flexible
Assertiveness or outgoing
Approachable
Assume responsibilities, new or
additional
Attention to details
Attitude (work) – positivism
Comfortable with self
Conveys self-confidence
Communication
Communicating issues to
supervisors
Commitment or effort
Completion oriented
Creates actions plans
Dealing with unanticipated
situations
Decision-making
Different supervision styles
Diversity, appreciation of
Driven or motivated – strives for
excellence
Emotional competencies - calming
Emotional flexibility
Ethical
Executes plans
Focused

E, G, S, LO
G, LO, PR
PR
S, LO, PR
LO
G,LO, PR
PR
PR
E, G, S, LO

Leadership
LO = Learned from others
PR = Proven myself

Related Research
Eraut, 2007
Collin, 2002; Hall-Yannessa & Forrester, 2004; Kuh,
1995; Murphy, 2002; van Woerkom, 2006
Cress et al., 2002 – intellectual flexibility
Hall et al., 2008; Romano, 1996;
Schuh & Laverty, 1983
Ellinger, 2005a
Clarke, 2005; Collin, 2002; Ellinger 2005a, 2005b
Clarke, 2005; Collin, 2002; Smith, 2004;
Sprogøe & Rohde, 2009
Bradley, 2006; Crook et al., 1984; Ellinger, 2005b;
Hobbs et al., 2007; Westbrook & Veal, 2001;
Winkler, 2009
Carr, 2005; Crook et al., 1984; Eraut, 2007;
van Woerkom, 2006; Wolf, 1997
Carr, 2005; Hall et al., 2008; Kezar & Moriarty, 2000;
Murphy, 2002; Robotham, 2009; Romano, 1996;
Schuh & Laverty, 1983

S
LO
PR
S

Billett, 2000, Fox et al., 2010
Eraut, 2007
Cooper et al., 1994; Schuh & Laverty, 1983
Cress et al, 2001; van Woerkom, 2006

LO

Hall et al., 2008; Murphy, 2002;
Schuh & Laverty, 1983
Schuh & Laverty, 1983
Hall-Yannessa & Forrester, 2004;
Ketchum-Ciftci, 2004

LO
E, G
LO, PR
LO, PR
PR
LO
PR
LO

Collin, 2002; Romano, 1996
Ellinger, 2005b
Cress et al., 2002
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Follows a chain of command
Friendly
Individual Attributes
Learned Outcome
Italics = New aspect found
Red = Learning method in related
research
Fulfills job responsibilities,
regardless of others’ performance
Goal oriented, develop goals
Handles issues
How to be a good collegue
Initiative or takes charge
Integrity, does the right thing
Interpersonal skills

Job Knowledge – administrative
skills, breadth of experiences,
customer service, across positions
Knowing when others need help
Leading
Learns from experiences
Learning on one’s own
Learner oriented
Learns quickly
Links goals to organization
Makes an effort
Manages chaos and incidents
Motivating others
Observant
Open to constructive criticism
Organization
People management
Policy enforcement
Planning and preparation
Presents ideas or concepts
Prioritization
Individual Attributes
Learned Outcome
Italics = New aspect found
Red = Learning method in related
research
Problem-solving
Processes input

PR
PR

Proficiency
&
Leadership
PR
PR
LO
E, PR
PR
E

E, G, S, LO
PR
G, S
LO
S
LO
S
PR
LO, PR
G, PR
S
LO, PR
LO, PR
E/PR
S
G
LO
G/PR
Proficiency
&
Leadership
E
PR

Related Research

Cress et al., 2001; Hall et al., 2008
Carr, 2005
Collin, 2000; Ellinger, 2005b
Carr, 2005; Hall-Yannessa & Forrester, 2004; Hobbs
et al., 2007; Ketchum-Ciftci, 2004; Kuh, 1995; Kulm &
Cramer, 2006; Murphy, 2002; Robotham, 2009;
Tam Oi I & Morrison, 2005
Ellinger, 2005a; Hobbs et al., 2007; Ketchum-Ciftci,
2004; Robotham, 2009
Cress et al., 2001; Schuh & Laverty, 1983
Collin, 2002
Clark, 2005
Smith, 1982

Billett, 2000
Cress et al., 2002 – intellectual flexbility
Sprogøe & Rohde, 2009
Eraut, 2007
Billett, 2000; Ellinger; 2005b; Eraut, 2007
Schuh & Laverty, 1983
Cress et al., 2001
Carr, 2005
Cooper et al., 1994, p. 100; Hall et al., 2008
Carr, 2005

Related Research
Cress et al., 2001; Gellin, 2003; Hall et al., 2008; Kuh,
1995; Murphy, 2002; Schuh & Laverty, 1983
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Professionalism, presents self
Pursues opportunities
Redirects disruptive behavior
Responsible/accountable - being
“the face of the business”
Role model
Self-confidence
Self-development within and
outside of work positively
influences one’s work capacity
Self-improvement or self-directed
Seeks assistance
Separating or balancing personal
and work life
Self-sacrifice
Stays away from employee gossip
Supervision styles; varying
Teamwork
Time management
Willing to change
Work independently
Writing reports

E, LO
LO
PR
S
LO
LO

Clarke, 2006
Eraut, 2007; Fox et al., 2010

Hall et al., 2008
Carr, 2005; Crook et al., 1984; Eraut, 2007;
van Woerkom, 2006; Wolf, 1997

LO
LO/PR
LO
E, G

Clark, 2005; Ellinger, 2005a, 2005b
Cooper et al., 1994;
Hall-Yannessa & Forrester, 2004

PR
PR
E, G, PR
E, G, S
PR
S
E, G

Schuh & Laverty, 1983
Carrr, 2005; Schuh & Laverty, 1983
Carr, 2005; Hobbs et al., 2007; Robotham, 2009;
Tam Oi I & Morrison, 2005
Ellinger, 2005b
Fox et al., 2010
Murphy, 2002

434
Relational Aspects
Learned Outcome
Italics = New aspect found
Red = Learning method in related
research
Accessible
Adapt to different styles of interaction
Appreciation of diversity

Proficiency
&
Leadership
LO

Ellinger, 2005b, Eraut, 2007

G

Ketchum-Ciftci, 2004; Hall-Yannessa
& Forrester, 2004
Ellinger, 2005a
Ellinger, 2005b, Eraut, 2007

Approachable
Assigns Tasks to Develop Others
Balances being flexible and demanding
Calms others

LO
LO
LO
PR

Cares about staff
Challenges Staff
Continually communicates
Courteous
Creates an enviroment of open
communication where discussion is
welcomed
Cultivates Trust
Defines role within the team
Delegates
Develops the reciprocity element of
relationships
Does not make others feel less than
Ensures others understand
Equitable
Establishes professional and good
working relationships
Gets to know staff
Helps Others
Honest and Constructive Feedback
How to be a good colleague
Infuses humor
Instills confidence and believes in staffs’
potential
Mentors and Guides

LO
LO

Motivates Others
Personable

Related Research

Ellinger, 2005b, Eraut, 2007
Clarke, 2005
Clarke, 2005

LO
PR
PR
LO

Eraut, 2007

LO
LO
E, LO
LO
LO
LO
E
LO
LO
LO
LO
LO

Ellinger, 2005a
Fox et al., 2010
Carr, 2005
Eraut, 2007
Billett, 2000; Collin, 200; Eraut, 2005b; Fox
et al., 2010; Lankau & Scandura, 2002
Sprogøe & Rohde, 2009

435
Provides Information
Provides resources or tools
Reinforces Staff’s Progress
Relatable
Serves as a Resource
Responsive
Supports Others
Teaches

LO
LO
LO
LO
LO
LO
LO
LO

Clarke, 2005
Ellinger, 2005b
Clarke, 2006
Clarke, 2005; Ellinger, 2005b; Eraut
Sprogøe & Rohde, 2009
Eraut, 2007
Fox et al., 2010

APPENDIX K
SUMMARY OF LEADERSHIP LEARNED OUTCOMES
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Summary of Leadership Learned Outcomes Appendix K
“Taught me I am leader and can be a leader”
They can trust me – how to be a good employee to a supervisor
Learned Outcomes
Ask their supervisors’ questions for clarification
Knowing how to seek advice from supervisors
Assumes responsibilities to alleviate supervisor
workload
Knowing supervisors are not intimidating
Discern appropriate times for being friendly and
performing tasks
Openly receive criticism
Helpful to supervisors
Preferred supervisory styles
Importance of role modeling being a good employee
Reciprocity of relationships
Proven myself as a leader
Being able to communicate
Learned Outcome
Italics = New aspect found

Communication overall
Able to adapt to different
communication styles of
interaction
Being firm
Conveying issues to supervisors
Communicating plans
Completely communicates
thoughts
Continual communication
Conveys expectations in a nonauthoritative way
Conveys messages in a relatable
way
Courteous
Encouraging face-to-face
communication as a learning
option
Encourages questions
Explains reasoning
Ensures others understand
Infuses humor
Listens to others
Not taking offense by language
differences
Speaking professionally
Seeks opinions

Proficiency
&
Leadership
E,G,S, LO

Related Research
Carr, 2005; Hall et al., 2008; Ketchum-Ciftci (2004);
Murphy, 2002; Robotham, 2009; Romano, 1996;
Kezar & Moriarty, 2000; Murphy, 2002; Schuch &
Laverty; 1983

LO

PR
E, G, S
PR
PR
LO
PR
LO, PR
LO
PR
PR
PR
LO
PR
PR
PR
PR
PR

Clarke, 2005
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Translates department needs to
group
Using illustrations to convey
ideas
Understanding language
differences
Understands people react
differently
Writing – writing reports,
professionally

PR
PR

Eraut, 2007

PR
PR
E, G, PR

Proven myself as a leader
Interpersonal Skills
Learned Outcome
Italics = New aspect found
Adapting to other personalities
Appreciating others’ contributions
Building good working relationships
Conveying a willingness to assist others
Encouraging others to share opinions and ideas
Establishing reciprocal relationships
Getting to know others
Helping people get to know each other

Murphy, 2002

Initiating conversations
Introducing self
Knowing people react differently
Knowing people learn differently
Separating friendships from work
Sharing self with others
Understanding that everyone has challenges

Supervisory Approaches – eight areas – “Proven myself as a leader”
1. Getting to Know People
2. Supervisors’ Skills
Being supportive
Adjusting supervision styles
Caring about others’ development
Answering questions
Developing a good rapport
Appreciating staffs’ contributions
Developing relationships through casual
Assisting when urgent situations occur
conversations
Knowing staffs’ perceptions of themselves
Discussing issues
Learning how staff think
Helping staff
Making staff feel like they are part of a team
Infusing humor
Offering to assist
Intiating conversations
Showing care and concern
Knowing different personalities contributes to
the complexity of supervising others
Understanding what staff care about
Knowing when staff need help
Mediating conflict
Sacrificing one’s own priorities for others
Sharing self
Understanding that supervision can
be challenging
3. Creating an Open and Comfortable
Communication
4. Delegation
Conveying messages so that they are relatable
to others
Assessing person’s skill levels
Encouraging individuals to share opinions and
ideas
Assigning tasks appropriate to staffs’ abilities
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Initiating conversations
Informing people in advance
Listening
Providing opportunities for others to ask
questions
Providing positive feedback
Seeking feedback
Updating staff of changes
5. Ways to Ensure Effective Staff Job Performance
Being firm when needed
Checking-in with staff regularly
Communicating organizational expectations
Conveying individual expectations
Confronting staffs’ poor performance or policy
infractions
Expressing gratitude
Following-up with staff to ensure they are
performing their jobs
Maintaining professionalism
Providing positive feedback
Providing staff autonomy
Recognizing when staff struggled to their
perform jobs
Reiterating and reinforcing expectations or
policies
Setting performance standards

Assigning roles to each person within the group
Distributing tasks across the team to be more
effective and efficient
Ensuring that each team member fulfills their
role

6. Teaching Methods
Allowed staf to learn through trial and error
Conducted hands on training
Critiqued staff after they performed tasks
Emphasized the need to contribute to
organizational goals
Encourged staff to ask questions
Explained the purpose of policies and
procedures
Identified which skills were needed
Identified gaps in knowledge or skills
Infused humor
Spoke professionally
Sought feedback about teaching effectiveness
Used appropriate work terms
Used non-blaming language

7. Increased Understanding of Leadership Concepts
Aesthetically pleasing facilities positively
influence others
Effective teamwork “enhances everything;”
Exhibiting positive behaviors is contagious
It is important to leave a position in good order
People can disappoint each other
Demonstrating positivism can be a motivator
Possessing job-related knowledge is a
prerequisite to teach
Staff possess varying motivation levels for
performing jobs

Staff possess varying motivation levels to
learn
in the workplace.
When employees know and like their
supervisors then they may be more motivated
to perform their job duties.
When employees enjoy their work they are
more productive, efficient, and work better
as a team.
Moved from an individualistic to an
organizational perspective
Many leaders exist within an organization.
Organizational structures provide an ordered
arrangement of conducting business.
There is an expectation that employees meet
deadlines and follow directives.
Being an effective leader is a lifelong pursuit.

440
8. Differentiating between Veteran and New Staff
Veterans
Gaining job knowledge is a prerequisite to performing the task
A certain level of skills are needed to fulfill job responsibilities
Supervisors are more confident to delegate when staff have abilities to perform tasks
Tasks are completed efficiently when staff possess knowledge and skills
It’s more fun when staff know how to complete tasks
Developed a mutual understanding
Know when to consult their supervisor
Need more autonomy
New Staff
Attributes
Changed Approach with New Staff
Lacked knowledge and skills which made
Getting to know them
completing tasks more challenging
Lacked confidence in their abilities
Encouraging staff to ask questions
Required more instruction
Informing staff when they did a good job
Sought supervisors’ assistance more
Investing more time with them
Sharing themselves with new staff
Thanking staff for their efforts

APPENDIX L
LEARNING STRATEGIES
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Learning Strategies – Appendix L
Research Sub-question:
What strategies do college student employees use to navigate learning within their student employment
experience?
Four Categories of Learning Methods
“Being Prepared to Learn”
“Comfortable with learning”
“Want to learn”
“Fast learner”
“Put myself out there”
“Take direction”
“Confidence in ability to learn”
“Learning on my Own”
“By doing”
“Goal sheets”
“Taking initiative”
“Trial and error”
“Learn as you go”
“Utilizing my resources”
“It’s me seeing”
“Now that I am able to reflect”
Campus Recreation “Gives me that other set of
skills”
“Surrounded by people who have experienced
success”
“Comfortable asking questions”
“Constant reinforcement”
“Different”
“Not told what to do”
“Opportunity for growth”
“Really welcoming”
“The most challenging”
“Trusted me enough”
Unanticipated circumstances
“Have to be trained”

Related Research
Eraut, 2007
Cheng & Alcantara, 2004; Eraut, 2007;
Smith, 2004; Westbrooke & Veale, 2001)
Billett, 2000; Fox et al., 2010 – individual effort
Carr, 2005; Eraut, 2007; Wolf, 1997;
van Woerkom, 2006
Related Research
Carr, 2005; Cheng & Alcantara, 2004
Cress et al., 2001; Hall et al., 2008;
Sprogøe and Rohde, 2009
Collin, 2002; Ellinger, 2005; Eraut, 2007;
Fox et al., 2010
Collins, 2002, van Woerkom, 2006
Eraut, 2007; Marsick & Watkins, 2001
Collin, 2002; Ellinger, 2005a, 2005b; Eraut, 2007
Billett, 2000; Clarke, 2005; Collin, 2002;
Ellinger, 2005a; Eraut, 2007
Clarke, 2005; Daudelin, 1996; Ellinger, 2005b;
Eraut, 2007; van Woerkom, 2006
Related Research
Billett, 2000; Clarke, 2005; Collin, 2002;
Daudeline, 1996; Ellinger, 2005b; Eraut, 2007;
Fox et al., 2010; Lankura & Scandura, 2002
Ellinger, 2005 b; Eraut, 2007
Ellinger, 2005a
Clarke, 2005; Collin, 2002; Ellinger, 2005a, 2005b;
Eraut, 2007; Westbrook & Veal, 2001
Clarke, 2005; Marchese & Ryan, 2001;
van Ruysseveldt & van Dijke, 2011;
van Woerkom, 2006
Clarke, 2005; Collin, 2002; Ellinger, 2005a,
2005b; Holton, 2001; van Ruysseveldt &
van Dijke, 2011
Fox et al., 2010; Hobbs et al. 2007;
Sprogøe and Rohde, 2009
Clarke, 2005; Eraut, 2007; Wolf, 1997
Eraut, 2007
Marsick & Watkins, 1990
Related Research
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“Helped me – hands-on training”
“Leadership seminars”
“Scenario training”
“Shadowing”
On-line instruction
Miscellaneous (Other) – Diverse activities

Billett, 2000; Collin, 2002; Eraut, 2007; Fox et al.,
2010; Lankau & Scandura, 2002
Clarke, 2005; Ellinger, 2005a
Billett, 2000
Ellinger, 2005b; Eraut, 2007

Ellinger, 2005b; Sprogøe’s and Rohde, 2009

